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ABSTRACT
The purpose of the present study is to suggest alternative routes to teaching and learning 
English for Science and Technology (EST) in the Bulgarian context. It is an 
investigation into the currently changing realities of the newly emerging market 
economy of a democratic country and the demands these place on the language 
competence and skills of the workforce. The present state of the theory and practice of 
EST are examined against the background of the recorded relevant human experience 
and expertise. The study is primarily concerned with identifying and analysing the needs 
and expectations of all the consumers of language training, the students and their future 
employers.
In part, it is an empirical study into the EST classroom deficiencies. It arose from a 
growing awareness of the inadequate outcomes of English language teaching for 
technical students and the ensuing failure to meet the demands and expectations of 
employers.
The adopted eclectic approach to researching and analysing data, comprising mostly 
qualitative techniques (case studies, observations and interviews) and some quantitative 
(questionnaires), was seen as the most appropriate under the existing local conditions. It 
was used to investigate the needs for EST of both learners and Small and Medium-Sized 
Enterprises (SMEs) in the Bourgas region. The identified students’ dissatisfaction with 
language training based on formal methods and conventional materials and company 
managers’ pronounced requirements for practical EST skills and tangible competence, 
called for a novel approach to materials and syllabus design, and methodology. It was 
seen as most pertinent to seek to improve these aspects of EST, which have the most 
immediate effect on the learning outcomes.
If the situation was to be helped, the changes had to be implemented quickly. Since 
syllabus and materials design, and methodology are the priorities of teachers’, these are 
focused on in the present study which proposes an eclectic syllabus and learning 
materials for Electronics students. A corporate change of curricula in Higher Education 
is a task beyond the scope of teachers’ priorities and is usually the responsibility of the 
educational institutions and/or the Ministry of Higher Education in Bulgaria.
The results of this research are aimed primarily at teachers and learners of EST, and 
consequently, when appropriately administered, at SMEs, the prospective employers of 
graduates of technical subjects. The long-term outcomes of this research should be the 
dissemination of best classroom practice across a wider range of other technical 
universities in the region and some impact on the teacher training for EST. 
Recommendations are made for further research which would enhance positive 
developments in this ever-expanding field.
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CHAPTER I 
INTRODUCTION
1.1 Why the present research has been undertaken
The overall purpose of the present research is to improve the practice of 
learning/teaching English for Science and Technology (EST) in the Bulgarian context. 
This is particularly important due to the increased demand for electronics engineers with 
a reasonable command of the English language as well as the ongoing need for 
improving that command. Bulgaria, as other Central and East European countries 
(CEECs) finds itself with an urgent need to integrate itself into the modern economic 
and commercial world, to develop new skills and to build a generation of graduates who 
will be able to cope with the demands of a market economy. Since the dramatic political 
changes which occurred in 1989 there have been various attempts to modernise and 
update the educational system to meet these demands, but as with all change in 
education, time and funds are extremely necessary and lacking. As a practising teacher, 
lecturing in EST at the English-Bulgarian Technical College (EBTC) in Bourgas, 
Bulgaria, I became increasingly aware of the shortcomings of the teaching techniques, 
the materials and the role of the EST teacher in that situation. Students’ comments 
confirmed my conviction. Consequently, I identified the need for research into the heavy 
demands and requirements placed on our students with a view to providing English 
materials which would be relevant, accessible and useful. This need for improvement 
was further underlined in discussions with local Small and Medium-Sized Enterprises 
(SMEs) concerning their new expectations of graduates and their attitude towards links
© Diana Popova
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with Higher Education (HE) and the relevance of the HE courses at present being 
offered. As a result of these thoughts the present programme of research was undertaken 
with the primary objective of producing practical materials which would help to improve 
the situation and would also provide teachers in other institutions with useful materials 
and information. This emphasis on practical materials is in line with what Charles Carter 
stated way back in 1971 in his Presidential Address to the Annual Conference of the 
Society for Research into Higher Education: “The purpose of research in higher 
education, for most of us, is a practical one. We do not want merely to describe the 
quaint or awful things which are going on: we want to make things better.”
The impact of educational research on practice is direct and immediate especially when 
research has been dictated by the pressing needs of educational practice. When English 
ceased to be just another compulsory subject on the curriculum and became a sought for 
asset to successful academic and professional career plans, the shortcomings of 
traditional learning and teaching became evident. The needs and wants, the lacks and 
deficiencies (Hutchinson and Waters, 1987: 53-64; 55-56; 56-58) of the learners became 
the focus of attention of decision-makers. These began to be taken into consideration 
when it was decided how in practice, rather than in theory, learning should be addressed 
and facilitated.
Practitioners, who have immediate impressions of the foreign language classroom, are in 
a position to judge what the better routes, methods, techniques, syllabuses and materials 
of learning are. If they are prepared to face the challenges of a piece of research, they are
2
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much more likely to come up with findings that can be successfully implemented in the 
educational practice.
The degree of the impact of educational research on educational practice (in 
learning/teaching EST in particular) is influenced by yet another factor, and that is the 
readiness of practitioners to implement the suggested innovative approaches, techniques, 
syllabus types or materials. Very often it is difficult to take at their face value highly 
academic research findings and to put them into practice. This is especially true when 
they come from purely academic people distanced from the real problems of education. 
Their findings and suggested innovations are disseminated in a more authoritarian way — 
top down. A similar example concerning Pakistan can be found in Memon (1989). When 
innovations are the result of research done by teachers with practical experience and a 
clear view of what is going on in education, dissemination works bottom up. It is more 
easily accepted and widely spread because the expertise of such researchers is more 
directly relevant to the everyday exchange of knowledge and skills between teachers and 
learners.
The essence and importance of research is in the fact that it prepares the grounds for new 
practices and new research. Research is, therefore, a materialisation of people’s 
intolerance with the existing state of affairs.
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What the research is about
As with all research, the present work does not claim to deal with all the debates and 
issues related to English Language Teaching (ELT). The major focus in this thesis will 
be on the following aspects:
• The internationalisation of ELT and the ensuing tasks facing society and education;
• The background of the Bulgarian educational system, English as a Foreign Language 
(EFL) and EST learning/teaching in Bulgaria, and the changes in the demands for 
English, brought about by political, social and economic changes;
• A theoretical review of ELT methods and approaches from a historical and present 
day perspective;
• The rise and development of ESP programmes;
• The research methodology employed in the present research;
• Research into learners’ needs for EST, and the needs of SMEs for skills in the staff 
employed by them;
• Theoretical aspects of syllabus design and practical suggestions for an EST syllabus 
for Bulgarian students in electronics;
• Learning materials and their exploitation;
• A set of suggested learning units
I shall be arguing the case for a non-traditional approach to learning/teaching EST, 
namely one that is flexible, adaptable, open to positive influences; an approach that 
results in an eclectic syllabus and a variety of teaching materials. It is an approach that 
makes possible the matching of national with international needs for English in view of 
the universal demand for specialists able to access information through English. This is
4
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perhaps the only feasible answer to what the next millennium will demand of people on 
a global scale.
1.2 Changing role of English on the international scene
English has become the language of international communication. As a result there has 
been a great demand for instruction in English as a foreign language. The demand is less 
and less for instruction in General English and more and more for English for Specific 
Purposes. “English as a subject of a liberal arts education” has, to a large extent, been 
replaced by a variety of “functional Englishes or ESP” (Strevens, 1980a: 105).
Some of the reasons for the expansion of ESP are:
a) the new understanding of the importance of English by many communities as an 
instrument and a means, rather than an end in itself, separated from its cultural 
implications;
b) the emergence of new independencies, democracies and nations and the need to use 
English for their integration in the world;
c) the emergence of ‘localised forms of English’ whose values are judged against local 
needs rather than the norms of the English spoken in Britain, America or Australia;
d) a reaction in some newly independent societies against the intrusion of foreign 
influences through English;
e) an attempt to take advantage of knowing and using English in specialised but 
restricted areas in which the language is a must for success.
(See Strevens, 1980a: 106).
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This is not to underestimate the importance of English as a world language but to outline 
the spheres in which it has recently been developing and becoming more influential. The 
world has undergone great changes, people have discovered new values, politicians and 
economists have done much to bring about the present state of affairs. The intellectual 
and personal empowerment of each individual professional through English can enhance 
his/her achievements as well as the potentials of the informed, democratic society.
The internationalisation of the English language is the result of a process, not of a 
sudden, externally imposed decree. After World War II, the world faced language 
learning problems that had not existed in the pre-war period. Several languages were 
accepted and officially recognised as world languages. Other languages achieved 
recognition as national languages. Thus the diversity of languages increased 
considerably and created difficulties in establishing and maintaining international 
communication. Due to political, economic and social factors, large groups of people 
had to learn foreign or second languages. The liberalisation of education opened up new 
prospects for people who could speak languages other than their mother tongue. 
Migration contributed largely to the need for better ELT. International commerce, 
scientific and cultural exchange, which after the Cold War years became very active, 
increased the demand for competence in foreign languages. The language, which 
decisively came to the fore on the international scene, was English.
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The synopsis of Teaching English as an International Language (Strevens, 1980b) reads:
“Although the importance of the English speaking countries of the 
modern world would ensure the importance also of the English 
language, this is greatly enhanced by two other factors -  the explosion 
of science and technology, which has led to the publication of vast 
quantities of information, and the use of English for the conduct of 
international administration. It is estimated that some 600 million 
people now use English, and more than half of these are not native 
speakers. English is a world language.”
In his introduction to the Oxford Concise Companion to the English Language (1998) 
McArthur declares: “At the close of the fifth millennium since recorded history began, 
English is unique. No other WORLD LANGUAGE has ever been put to so many uses by 
so many people in so many places or on such a scale...”. Though this may sound a little 
emotional, it no doubt reveals an undeniable truth. The study of English as he puts it has 
become “a global industry” dictated by demands coming from all possible areas of 
human theory and practice.
Nowadays, it is perhaps impossible to claim with any certainty how many people all over 
the world use English. With the advent of the World Wide Web (WWW) national borders 
became non-existent. It connects people from all parts of the World and makes 
information transfer possible at the click of a button both on formal and professional 
ground, as well as informal one. But again, apart from technology, English is the most 
indispensable tool for achieving the unlimited opportunities that it offers.
7
Chapter I
The enormous growth and expansion of international communication requires that the 
majority of people share a common language. English has become the common 
international language, the lingua franca of the world. The need to have a good 
command of English has ceased to be exclusively an aesthetic and intellectual one. It has 
become more than ever an instrumental need -  people need to understand each other 
internationally and to act accordingly. The knowledge of English or lack of it may have 
political, economic, cultural and social consequences. The change in the demand for 
English world-wide affects both scale and purpose. It is not only that vast numbers of 
people use and need to use English, but also that the purposes for using the language are 
different from what they used to be a few decades ago. English is no longer learned and 
taught for the sole purpose of reading literature in the original and getting to know 
British and American culture. It has developed a variety of specific purposive domains -  
areas and fields of instrumental use. People in various parts of the world need English to 
be international telephone operators, aircraft pilots, tourist guides, medical staff in 
English speaking countries, technicians maintaining imported equipment, scientists 
sharing views and research findings at international symposia, etc.
Among other important applications and uses, English is established as the main 
international language of science. In 1957 an UNESCO report stated that nearly two- 
thirds of the engineering literature is published in English. It was also pointed out that 
two-thirds of the engineers in the world could not speak English. The obvious 
conclusion was that there was a great need for teaching EST if engineers wanted to be 
integrated into the international engineering ‘family’. Ever since then the importance of
Chapter I
teaching and learning EST has been growing. Now, more than 40 years later, 
“Thousands of university scholars, in addition to teaching a huge student population, 
produce year on year an unquantifiable number of books, journals, dissertations, articles, 
reports, conference proceedings, course books, class notes, newsletters, and, 
(increasingly) contributions to Internet newsgroups” (McArthur, 1998).
1.3 New Skills for the New Millennium
We are today on the threshold of the third millennium. What we will need most will not 
be so much knowledge and technology, but a variety of specific skills to help us cope 
with the new roles we will have to play. During the last couple of decades of this century 
we have had to face many a challenge. We have grown more aware of the constant need 
for new and improved skills in all fields of human experience. “Skills have become a 
major item in the agenda of the 1990s” (Hobrough & Bates, 1998). Education is and will 
be largely responsible for developing these skills. Employers can contribute to the better 
understanding of what skills exactly are applicable in the businesses.
An interesting message that has emerged as a result of research done by Hobrough and 
Bates is that there are “divisions between the English-speaking part of Europe and the 
rest”. A foreign language is considered very important in countries such as Germany, 
Finland and Denmark, unlike the UK. (Hobrough & Bates, 1998). A foreign language is 
seen as important both by graduates and by SMEs in these countries. What foreign 
language is the most sought after is not the subject of their research. It can be assumed 
that it is English. On the basis of this division -  “English-speaking part of Europe and
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the rest” it is easy to see where Bulgaria falls. Similar research was carried out in 
Bulgaria on a smaller scale and it provided interesting results and a basis for illuminating 
comparisons. (See Chapter VIIB).
Another of the findings of the above research, relevant to the present study, is the 
importance of Information Technology (IT) Skills and Specialist Knowledge Skills (See 
Table 12, Chapter VIIB). In the original research these are seen outside the context of a 
foreign language. In a united Europe, for non-English speaking countries like Bulgaria, 
the mastering of these skills is inevitably influenced by competency in English. IT skills 
presuppose a good level of English in order to make use of software and to access the 
WWW. This also applies to handling technology where technical specifications are 
mostly in English. Specialist knowledge skills also require English as a facilitator for 
acquiring the best and the most relevant of world developments in specific fields of 
theory and practice.
Bulgaria is, perhaps, ahead of some other countries in the great emphasis placed here on 
learning foreign languages, English in particular. As Hobrough and Bates (1998) put it 
“The addition of a foreign language to the portfolio of students wishing to enter SMEs 
with European connections will almost certainly be a requirement for the future.” For the 
Bulgarians foreign languages are the present, and what needs to be done is to make 
learning them more efficient and skills oriented to fit into the European, as well as the 
world scheme for political, business and trade partnerships.
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There is a current movement in Europe towards economic and political integration. And 
as Fanning (1993) points out “this movement is generating massive demand for foreign 
language training in preparation for closer international collaboration”. He rightly 
observes that as a result of this, as well as of the “growth of LSP” (Language for 
Specific Purposes) there is a “spread of vocational degrees with a language component. 
European university students are thus now able to study a foreign language with almost 
anything from business administration to engineering.” At the University of Surrey, 
England, for example, almost all the schools from Biological Sciences through 
Mathematics and Statistics to Electronics and Electrical Engineering offer courses with a 
European language component. This tendency has been particularly strong in Bulgaria in 
the last few years. The EBTC at Bourgas Free University offers engineering courses 
with English and this makes it very popular among young people (See Chapter II).
Within a united Europe there will be an ever-growing demand for workforce mobility. 
Big projects have looked into the opportunities of supporting this process and assisting 
the present and future participants in it (See EUROMOVE The Employment in Europe 
Project). It may not be possible to find employment for the human resources in one 
country and they may be needed and better paid in a different country. Statistics show 
that millions of people all over Europe are looking for a job. Facilitating their mobility 
in search of a job across Europe is one way of combating unemployment. Another 
positive outcome of mobility certainly is the effective utilisation of human qualification, 
experience and expertise. The skills that become crucial for coping with the new
11
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conditions are flexibility, adaptability, communication, teamwork, etc. and certainly a 
foreign language.
Re-skilling has been employed as a means for reducing unemployment for decades now. 
It certainly costs a lot and very often turns out to be ineffective. The better option both 
money and timewise will be to equip the labour force of the third Millennium with 
transferable skills.
Increased mobility in recent years covers all sectors of human experience, not just the 
job sector. Education is a sector particularly associated with mobility of undergraduates, 
graduates, senior lecturers and scholars. This process has become a reality for the people 
from the former Eastern Block countries only since the early 1990s. English language 
skills are a must for the majority of people going abroad to study, lecture or do research.
With the advent of the WWW the need for other skills comes to the fore. These are the 
skills to access the Web, make use of the available information in the most effective 
way, and communicate over the Web with people from other parts of the world. These 
skills are tightly linked with English language skills, as the bulk of really up-to-date 
information on the Web is available mostly in English. WWW users who search for jobs, 
for example, need to be able to surf the Net, read the descriptions of job vacancies, 
compose and send their CVs and get involved in an exchange of e-mail messages. These 
are only a few examples of what English language skills adults need today.
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The obvious conclusion is that learners of English with their immediate needs for specific 
language skills should become the priority of educators’ attention. These needs should be 
catered for adequately. We need to be ahead of time, to envisage what tomorrow will 
demand of us all in order to offer the right language training and qualifications in a fast 
changing world.
1.4 The Bulgarian context
1.4.1 Why English and why EST in particular?
The "engine" that drives today's global economy, and not just keeps it going but 
increasingly prospering as well, is the explosion of Technology. It is a field of knowledge 
that is never at rest. "Change" is its trademark. Information is what keeps us in touch with 
the latest developments and innovations. But nowadays the information that throws light 
on the latest and most valid developments in science and technology is mostly in English. 
Within an expanding Europe and a uniting world knowing English and using it is not a 
luxury but a necessity. The development of global communications networks and 
electronic data banks requires certain new ESP abilities - to get access to information, to 
process it, to amend it, etc. Any specialist will feel helpless in a world in which English is 
spoken so largely, in which commercial, economic and information links are made so 
much easier and simpler via English.
The prospective employers of university graduates, the SMEs, are no doubt the most 
important and demanding factor which should predetermine the measures taken to 
improve the educational practices in general, and the practice of teaching English in
13
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particular. Qualification has traditionally been associated with the respective certificate 
acquired at the end of a degree course. Under a socialist plan economy in Bulgaria it was 
the certificate which could guarantee a graduate a job. It served as a mediator between 
education and the job market. Nowadays SMEs tend not to place so much importance on 
the certificate. Almost any job advertisement today, as well as a qualification, lists other 
skills expected of the applicant. Knowledge of English is not only an advantage, but a 
must. The successful applicant is expected to cope with tasks and activities which require 
him/her to have learned English for Specific Purposes.
Evidence for the above statement comes from the researcher’s personal experience in the 
country as well as from research of the needs of a number of SMEs conducted by Dr J. 
Hobrough and A. Savage during a TRAIL seminar run in Bourgas for local companies and 
local government. These results will be revealed, discussed and analysed in Chapter VHB 
in a greater detail, but it is important to point out here a major outcome. As a response to: 
Please list in order of preference the skills and competencies you feel are most 
important for students to have when you employ them. List at least ten skills., 
all the addressed SMEs state that they look for English. This requirement ranks very high 
on most of the respondents’ lists and as an overall result, it comes sixth on a list of ten. At 
this stage they were not asked to specify what they expect their employees to do with the 
language. In a follow-up session run by A. Savage, the issue was addressed directly and 
the unanimous conclusion was that English is needed to access the WWW, to answer the 
phone, to read specialised literature in various fields, to translate, to compose and send 
faxes, e-mails, letters, to consult current literature on particular
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subject specific topics, to read and understand manuals and technical specifications, etc. 
All of these fall into the realm of special purposes English language instruction and 
learning. A conclusion that emerged was that a good command of ESP/EST is a
 prerequisite for success in business for the majority of SMEs having links with foreign
partners and/or using specialist technical Know How available mostly in English. Even 
though the analysis of the situation involved a limited number of SMEs, the conclusions 
can certainly be considered valid not only for the Bourgas region but for the whole 
country as the SMEs at the seminar are in a way a cross-section of the private sector 
which has come to the fore after the move towards a market economy. The skill to use 
EST in the business world will enhance the opportunities of Bulgaria to become 
integrated into the European and world economic structures and to bring its economy 
back to life.
In the not too distant past of 1991 it was foreseen that the region and the country needed 
specialists with technical and engineering degrees with an English language component. 
As a result of this vision, the English-Bulgarian Technical College (EBTC) was set up in 
Bourgas. It was the strong conviction of those involved that English was important for 
the sciences and technology. Pessimists in those days greatly doubted that Bulgaria and 
its economy, as well as the links with the western partners would develop rapidly enough 
to require from graduates a knowledge of and skills in EST. They were soon proven 
wrong. With the advantage of hindsight, it can now be said that the creation of the EBTC 
and the introduction of EST language courses have been worth the trouble, anxiety and 
efforts of everybody involved.
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Most of the EBTC students realise that they have an opportunity to learn EST and be 
better prepared for the newly emerging job market. This is an advantage not granted 
elsewhere. They are well motivated to learn the language for specific purposes with two 
main goals in mind.
1. To pursue academic studies.
With the changes in education and the many opportunities for continuing their studies 
abroad students are getting more interested in acquiring skills in English for Academic 
Purposes (EAP). Knowing English at a certain level has become a requirement for being 
admitted to an educational institution in many countries around the world.
2. To make professional careers.
With the opening of our country to the rest of the world and the transition to a market 
economy, professional success is impossible without English.
The challenge of setting up ESP courses in a number of technical areas was considerable. 
What had been done until then was both very fragmentary and led to insignificant results 
and an overall negative effect. The majority of university EST courses were taught 
traditionally and led to highly unsatisfactory outcomes. They even developed in learners 
a conviction that learning EST was boring and unattainable. English was a neglected 
subject which was a burden rather than a looked for asset to a degree course.
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The present research was made necessary and important in view of the negligible efforts put 
towards the improvement of the EST branch of ELT in Bulgaria. Even if one focuses only on the 
years after the changes, i. e. after 1989, the neglect that EST has been suffering is undeniable. 
The British Council have been doing plenty for the improvement of the practices of teaching and 
learning general English in the English Language Schools and the general secondary schools. All 
the Tempus projects oriented towards foreign languages also tend to benefit general English. 
Only recently has the gap and deficiency been acknowledged and the British Council have 
started a project aimed at enhancing the overall theoretical knowledge and improving the 
practical experience of practising EST teachers from the military academies. This is part of the 
scheme for re-training the Bulgarian forces in preparation for the NATO partnership. But still the 
other fields of EST, namely English for Electronics and Computing and English for Engineering 
have not been addressed.
It is the researcher’s strong conviction that the field of teaching and learning EST has been given 
very inadequate attention and the lack of literature available in general proves this. The issue of 
learning and teaching EST has consequently become extremely urgent.
1.4.2 What makes learning/teaching ESP, particularly EST, difficult
The researcher’s experience as a teacher of EST has convinced her that teaching EST is not 
always fun. There is no element of entertainment in it. For students who have already done a 
course in General English the contrast is disappointing. General English courses
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are greater fun because they draw on cultural, psychological, historical, generation, 
religious and many other sources. This sustains the learners’ interest and improves their 
motivation, which is an important prerequisite of effective learning.
In contrast, EST draws on scientific sources which, unless they are of real professional 
interest to learners, i.e. are novel, challenging and stimulating, can become boring and 
present an obstacle, rather than facilitate learning. There is a need for an information gap 
to be bridged here, as much as in General English courses.
Taking into account the above two considerations, the present research suggests a 
number of ways which can make the learning of EST worth the time and efforts. The 
crucial tools for learning are the learning materials and the techniques employed for their 
exploitation in the language classroom. Chapters VII and VIII discuss the criteria for the 
selection of materials and propose a syllabus for their implementation in line with the 
researched needs, wants and preferences of both learners and prospective employers of 
graduates. The essential difference between traditional published EST materials and the 
suggested ones is their direct relevance to the subject specialisms of the learners, their 
up-to-dateness, the possibility to ‘up-grade’ them, the variety of ways in which they can 
be exploited for teaching a large spectrum of specific skills and sub-skill, and their 
inherent flexibility in terms of doing different things with the same body of language 
items.
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The thesis argues the case for an eclectic syllabus as the most appropriate under the local 
situation and as the one which caters for the majority of learners in the majority of cases.
The acknowledged importance of social English among students residing in England 
(See Chapter VI) relates to the so called ‘integrative motivation’, which “derives from a 
desire on the part of the learners to be members of the speech community that uses a 
particular language. It is an internally generated want rather than an externally imposed 
need' (Hutchinson & Waters, 1987: 48). The potentials for learning social English in an 
ESP course in a non-English speaking country are very limited and even non-existent. 
Therefore, this finding cannot be taken into consideration on a large scale in syllabus and 
materials design. More important for us as educators in Bulgaria are the ‘external needs’ 
which stem from ‘instrumental motivation’. This has to do with what society expects 
from the individual and what the individual needs to do in order to take up an academic 
career or to get into a job. But we should not neglect the fact that there is an interplay of 
both types of motivation in learners and the proportions depend on and change with age, 
vocational and social needs, experience, country of residence, etc. To ensure positive 
learning results, though, we should, as Hutchinson & Waters put it, sweeten the ESP 
course “with the sugar of enjoyment, fun, creativity and a sense of achievement” (1987: 
48). They claim that ESP should be “intrinsically motivating” and learners should 
receive satisfaction not only from the prospect of putting into practice of what they have 
learned, but also from the mere act of learning. All learning should be motivating in 
itself if it is to be successful.
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Traditionally, EST materials are not intrinsically motivating for language 
learning/teaching. Since they are crucial in the process of acquiring skills and 
competencies in English, the present research attempts to offer, in no order of priority:
• A set of study materials for learners of English for Electronics
• Strategies for exploiting them in the most advantageous ways
• A framework for a syllabus based on an eclectic approach which should cater for the 
majority of the needs of the majority of the learners
• A view of the understanding of Bulgarian learners and SMEs of what English 
language skills they need
The teacher should act as a provider of elements of novelty in order to increase learners’ 
motivation. Since in the majority of cases s/he is not scientifically qualified and trained, 
s/he should resort to more accessible and manageable from a scientific point of view 
materials, but such that are very recent or even still in the pipeline. By being ahead of
scientific developments, i.e. exploring and exploiting them for the purposes of EST
teaching/learning while they are still news for the profession, EST teachers can have one 
advantage over subject teachers. One should look for and find ways and means of 
making the teaching/learning of EST enjoyable in a special way. Another solution could 
be to let learners feel as if they were professionals working in a team with other 
colleagues. The teacher could organise such classroom activities that will make them 
believe they have something to share with the rest, something important to teach them. A 
classroom is like a market of ideas where experience and ideas are actively exchanged. 
The teacher should not monopolise the market or devalue the contributions of others. A
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task or a problem is suggested by the teacher or learner, which is a challenge to the other 
trainees and calls for effort and initiative. This contributes to the learners' self-esteem 
and predetermines their positive attitude to language learning.
The needs of Bulgaria in this field have always been more pressing, as Bulgarian is a 
language spoken by an insignificant number of people outside the country. If Bulgaria is 
looking forward to being integrated into the European Union, one of the key issues it has 
to deal with is the improvement of the standards of teaching English.
1.5 Dissatisfaction with the ESP courses
Despite the great optimism that springs from the constantly growing interest in and 
demand for EST courses, there are signs of dissatisfaction and unrest among those 
concerned with designing and running them, and those who should benefit from them. 
The reasons are that the majority of ESP courses do not seem to be coming up to 
expectations for a variety of reasons -  socio-economic, pedagogical, educational, 
psychological, local, national and international. And this is true not only of countries like 
Bulgaria, which are experiencing a post-totalitarian period of transition to market 
economies, but also of other countries around the world.
The incapacity of the ESP programmes offered in some institutions calls for immediate 
measures. Unfortunately only a small part of the ESP literature is directly relevant to the 
needs of the ESP classroom and it means great efforts on the part of practitioners to 
provide for the needs of learners, sponsors, employers, and society at large. There is an
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urgent need to remedy the situation and offer quality ESP courses to the consumers to 
ensure that we meet the needs mentioned above. Important decisions need to be made 
and priorities to be judged since the constraints concerning financial and human 
resources make it almost impossible to deal simultaneously and effectively with all the 
sectors that need attention and change. In countries like Bulgaria, where the economy 
suffers great problems, it is important to develop as a priority those ESP courses, which 
will help to prepare specialists with a good command of English in science and 
technology, business and management. Only thus can we ensure the revitalisation and 
the modernisation of these sectors. The learning of ESP is a prerequisite for overcoming 
backwardness and delayed restructuring of the national economy and bringing it in line 
with the world economy.
1.6 Outline of what is done in the thesis
The present thesis contains 9 chapters.
Chapter II, OVERVIEW OF THE BULGARIAN EDUCATIONAL SYSTEM, 
looks at the past and present realities of education in the country which are discussed in 
relation to the political, social and economic situation before and after the changes which 
started in 1989 with the fall of the communist regime. The new developments in 
education worldwide are mapped out and the specific features of the Bulgarian 
educational system are seen against their background. The learning/teaching of English 
in general and of ESP in particular is highlighted in a historical perspective and the 
present and future needs in this sector are stressed upon. Tendencies such as the 
internationalisation of English, the European integration and the general globalisation of
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education, industry and commerce are touched upon in view of their relation to the need 
for learning English for the specific sectors of national economies.
Chapter HI, BRIEF REVIEW OF THEORY OF ELT. ESP DEVELOPMENTS, 
provides an overview of the existing approaches, methods and techniques in the theory 
and practice of ELT. A strong support of an eclectic approach to learning/teaching ESP is 
based upon the identified need to create the right conditions for providing the most for 
the majority of particular learners at a particular time and in a particular setting. In the 
context of the present research it is EST oriented.
The major focus of the chapter is on the factors which have brought about the ESP boom 
worldwide. It explores the stages in its development and provides definitions and an 
analysis of the most often recurring terminology. It summarises the similarities and 
differences between ESP and EGP, looks at some of the existing ESP paradigms, and the 
issue of how specific ESP courses should be.
Chapter IV, MATERIALS DESIGN, provides a brief theoretical background to the 
concept of teaching/learning materials and highlights those aspects of EST materials 
which differentiate them form General English teaching/learning materials. It identifies 
the criteria for selecting them from the realia surrounding us. The problem of grading 
and sequencing is also discussed in view of designing the most appropriate tasks and 
activities for the learners. It is stressed that the more pertinent logic and coherence of
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materials for EST learners is that provided by the content of the input rather than by the 
grammatical implications.
Chapter V, SYLLABUS DESIGN, explores some of the theoretical prerequisites for 
designing syllabuses and provides comments and a discussion of the main syllabus 
paradigms. It looks at the possible components of a syllabus and highlights the syllabus -  
methodology dichotomy. It analyses the constraints of the Bulgarian situation and draws 
conclusions as to what the most appropriate syllabus for the Bulgarian learners of EST is. 
It strongly argues in favour of an eclectic syllabus as the one which works best under the 
concrete local conditions and suits best the demands coming from both learners and 
employers.
Chapter VI, RESEARCH METHODOLOGY RATIONALE, offers a brief overview 
of the two major research methods -  quantitative and qualitative, and their place in 
educational research. Some of the basic concepts and tools of the methods are defined 
and discussed in relation to their application to the educational matter under observation. 
The emphasis is on the approach adopted by the researcher, the reasons and the 
arguments for employing it. The groups of respondents are outlined and the techniques 
used for researching their needs for EST are briefly analysed. The constraints with which 
the researcher had to comply are also touched upon.
Chapter VH, RESEARCH, falls into two main parts. The first one, VIIA, deals with 
learners of EST and investigates their specific needs and preferences by means of case
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studies and questionnaires. The second one, VIIB, centres upon SMEs’ expectations of 
and requirements for employability skills in the staff that they recruit. The areas in which 
there is an overlap are analysed and used as a basis for concluding what needs to be done 
in terms of EST learning materials and syllabus design. The findings from the present 
research are compared with findings from related research on a European scale and the 
emerging conclusions are commented upon.
Chapter VIII, PROPOSED SYLLABUS AND SAMPLE UNITS, demonstrates how 
by drawing from various sources of authentic materials an EST syllabus can be designed. 
It discusses the advantages of the learning materials employed by the researcher. It 
highlights a unit organisation, which is flexible and applicable to any type of materials. 
The freedom of combining, rearranging, omitting, repeating and adding to the task types 
benefits both teachers and learners. It helps to create a great number of classroom 
experiences each differing from the rest. The sample units demonstrate step by step how 
the suggested activities can be employed within the particular context of the original 
texts. Notes for the teachers are also provided in the body of the chapter. The proposed 
syllabus is presented in table form and features the topics, structures, functions, 
tasks/activities and language skills explored and developed in each of the units.
Chapter IX, CONCLUSIONS AND RECOMMENDATIONS, recaps the content of 
the thesis and stresses the importance of a continuation of the work started for the benefit 
of the education-business partnership and for the learners of EST and the enhancement
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of their job prospects. It also contains a self-analysis of the researcher and an account of 
the problems met with and the assistance provided by supervisors and friends.
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CHAPTER II
OVERVIEW OF THE BULGARIAN EDUCATIONAL SYSTEM
2.1 Starting point for changes
From the 1944 communist coup, the Bulgarian economy was modelled on Marxist 
principles and integrated into the COMECOM (Council for Mutual Economic 
Assistance) under the leadership of the USSR. After the collapse of the USSR in 1989 
and the resultant major changes in the former socialist countries and their newly formed 
economic and trade relations, Bulgaria was faced with important decisions to make and 
embarked on a course of political, social and economic ambivalence. Under the push and 
pull of politics and economic interests, Bulgarian political leaders and economic experts 
continue to face both Western Europe and Russia. Whilst links with Russia were not a 
linguistic problem in the past, they are nowadays becoming problematic due to the 
reduction in the teaching of the Russian language. Alongside the attitude to Russian 
study, the increasing links with Europe and the rest of the world underline the need for a 
more focused approach to language training of specialists.
The recent political, social and economic developments, global, regional and national,
have brought about the need for changes in the educational system in Bulgaria, as well as
in the rest of the former Eastern Block countries as Cerych (1997: 77) puts it:
“The starting point of all educational reforms in CEECs (Central and 
Eastern European Countries) is, of course, the political events and 
subsequent economic changes of the late 1980s and early 1990s. 
Moreover, the main goals of the political and economic changes, or of 
what is now called the transition process, are clearly also guiding
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principles of the key educational changes: pluralistic democracy, 
market economy and, more generally, the opening and liberalisation of 
the countries concerned. In other words, the political and economic 
opening and liberalisation clearly represents the most powerful initiator 
of the subsequent educational reforms.”
The key words here are democracy, market economy and educational changes. The first
two call into existence the third one. It is an obligation of all true democracies to provide
equal learning opportunities for everybody, but the market economy, has the mechanisms
to control and channel the educational practices. In countries like Bulgaria, the coming
into play of this triad has meant the opening of a great number of universities offering for
the first time courses, which are aimed at preparing specialists for the new rapidly
changing job market. A more and more sought after component of a graduate’s portfolio
nowadays all over Europe is the EST competence and skills.
The process of educational reforms in Bulgaria is part and parcel of the overall process of 
educational changes in CEECs. It is under way but is certainly not complete. “It is more 
advanced in some countries than in others, but, all in all, resistance to change persists 
with old habits and attitudes which continue to exercise their influence.” (Cerych, 1997:
75). There is certainly a considerable amount of work to be done in the many aspects of 
the educational reform. One of them no doubt is the enhancement and improvement o f 
the teaching of English for science, technology and engineering as these three broad 
fields can guarantee the stabilisation of a country’s economy and its contacts with the 
European and world economies. The aim of the present research is to suggest the ways 
and means for doing so in the area of teaching and learning English for Electronics.
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2.2 Similarities between the educational changes in CEECs
There are a lot of similarities between the CEECs concerning the educational changes 
which are due to the similar political and economic socialist background. Cerych (1997:
76) sums up the four ‘breaking points’ with the past as follows:
• “the dépolitisation of education, namely, the end of rigid ideological 
control and orientation of the system (of compulsory and omnipresent 
courses on Marxism-Leninism, of prohibition of subjects and teaching 
deemed not compatible with the prevailing political ideology, etc.);
• the breaking down of the state monopoly in education by allowing 
private and denominational schools to be established;
• the recognition of the right of pupils (or their parents) to choose their 
educational path according to their abilities and interests;
• the decentralisation in the management and administration of the 
education system, including a devolution to schools and to local and/or 
regional authorities of a number of decision-making powers previously 
reserved exclusively for the centre (in particular, the emergence of 
school autonomy).”
The Law of Public Education (1991) contains the measures to be taken for the 
achievement of decentralisation of the management of education, deideologisation of the 
learning process and démocratisation of the system of education. A fully-fledged reform 
is still a hoped for outcome of the reform process. Through the scepticism and 
disappointment prevalent towards the middle of the last decade (See Saxapneaa, 1995 : 
131), and the sobering down after the initial failures and difficulties, a new more realistic 
view of what is appropriate for the Bulgarian realities has emerged. Now the prospects 
are clearer. Bulgaria is heading for European integration and the generation to 
accomplish the important tasks has to be equipped with knowledge of English focused on 
specific areas of human practice.
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2.3 Specific features of the educational changes in Bulgaria
A great number of changes are taking place in Bulgaria. They are already generating 
other changes with long-term consequences, irrespective of the fact that the process 
is impeded by difficulties of all kinds. The changes in society bring about changes in 
the educational system. And the changing educational system creates the conditions 
for yet greater and more radical social changes in all fields of human experience. The 
obvious conclusion is that we should direct these changes to predictable directions so 
that they bring about positive and constructive results for the individual as well as for 
the community and society. The respect for the national heritage in education should 
be coupled with due respect for the achievements of other countries worldwide. This 
is inevitable along the track of effective globalisation of education.
Special attention should be paid to providing learners with training and qualifications 
in tune with and adequate to the requirements of the century of information 
technologies (See Saxapnesa, 1995: 13-14). The same author states that the 
traditional understanding of what education should be like is being replaced by a new 
theory which centres the attention around the interests of learners and allows them a 
greater freedom of choice of activities. Modem education nowadays is concerned 
with the process, rather than the content of learning. The teacher is a facilitator in the 
learning process. He is no longer the only source of knowledge, the ‘omniscient’ 
provider of facts and figures. This calls for a radical transition from a knowledge- 
and-facts-based learning to skills-based learning.
Such internationally approved innovative features of education should be 
implemented in the Bulgarian system of education so that it can be in line with the
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best examples in the field. This is inevitable if Bulgaria is to be integrated in Europe 
and in the world. The results of the changes cannot be introduced overnight. The 
reform in education is a process rather than a final outcome.
It has been widely accepted both by practising teachers and by educationalists at 
large and has been reflected in papers, reports and documents that the present 
circumstances require from young people to be able to adapt quickly and adequately 
to the constantly changing surroundings. A large number of publications in Bulgaria 
(see HenoBa, 1991 and ^xcopaxcesa, 1991) discuss the conflict between the 
traditional secondary and high school system on the one hand and the new realities 
on the other, both nationally and internationally. This conflict calls for radical 
changes in the structure of our educational system, for creating equal opportunities 
for everybody to be adequately trained and qualified. A new relationship between 
education and the labour market has developed. The fact that until 1991 only 35% of 
. school leavers actually got employment corresponding to their qualification and 
training (Qxcopa^eBa, 1991) signals the necessity to develop new mechanisms for 
orientating young people professionally and assisting them in their choice of the right 
school and the appropriate job. The market economy demands from education, 
unfortunately, not yet outspokenly and as part of a consistent policy, a direct 
relevance of particular education levels and skills to the jobs it provides. It develops 
in individuals a strong economic motivation in their search for better and higher 
quality levels of schooling to enable them to function adequately and competitively 
as professionals.
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The approach to foreign language teaching worldwide so far can be termed as 
“classical humanism”; i. e. emphasis lay upon the literary content of foreign language 
teaching. Access to the everyday use of a particular foreign language was practically 
denied to the learners because it was the literary norm that was of primary 
importance, the knowledge of the language as a system was prioritised. The teaching 
methods encouraged and facilitated the accumulation of information and its 
reproduction only in classroom situations (See Radoulova, M., 1996:4).
New criteria for effective teaching and learning have become prevalent due to the 
opening of the Bulgarian educational system to the positive results of world practice. 
The active models of communication among peoples in Europe, require 
communicative competence which facilitates the effective exchange of experience 
and national values and eases cooperation (See Radoulova, M., 1996:4).The criteria 
are integrally related to the actual outcomes of learning and the implementation of 
what has been learned. There is a shift of focus onto developing skills rather than on 
accumulating knowledge of facts. These general trends are applicable to the learning 
of foreign languages. It can even be argued that these trends have been initiated by 
the teaching and learning of foreign languages and have been adopted by other 
subjects on the curriculum.
In accordance with the requirements of Surrey Open College Federation (SOCF), 
UK, which is the body accrediting the EBTC and awarding NVQ Level 3 Certificates 
to the college graduates, the syllabuses for each of the subjects submitted for 
accreditation and validation included a description of the assessment criteria. A 
glance at these criteria reveals that there is an emphasis on skills such as extracting
32
Chapter II
specific information, choosing appropriate materials, analysing results and data, 
defining concepts, discussing, solving problems, classifying, writing projects, 
interpreting various types of non-textual information, understanding and giving 
safety instructions, reading graphs and diagrammes.
These observations demonstrate a strong need to develop, in the learners these skills 
across the curriculum. An EST course can certainly provide excellent opportunities 
for achieving this task as it can draw on the subject specialisms of the particular 
learners to an extent which will allow for setting up the right skills, which will 
further be expanded through tasks and activities in the other subjects. Chapter VII 
Materials and their Exploitation identifies the ways and demonstrates the means for 
accomplishing this aim. It highlights approaches to skills development which can be 
applied when using materials other than the suggested ones.
It is revealing to look at how each of the new developments and demands on a 
national and international scale have influenced and are still influencing education in 
Bulgaria.
2.4 Political changes and changes of educational policy
In 1989 Bulgaria ceased to be a socialist country. The fall of the Berlin wall was 
already a fact and it was symbolic of the inexorable course of events in all the former 
eastern block countries, in Europe and the whole world.
The strict political dependence on the Soviet Union and on the Warsaw treaty 
became history. Bulgaria opened to Europe and the world. It began to join and apply
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for membership in European and world organisations that it had been banned from 
before the changes. A new way of thinking began to develop, unbounded by 
stereotypes, conformities and prejudices. All this meant a new approach to 
interpreting history, international relationships and cooperation. In a period of 
transition from a totalitarian to a more humane society, open to democratic influences 
from the rest of the world, society as a whole and each individual needs to be fluent 
in foreign languages. The internationalization of English makes it the most 
convenient means of communication worldwide. There appeared a need for people 
with an educational background appropriate for the new demands of the country’s 
development, for establishing political and expanding economic contacts with the 
rest of the world. The educational system was called upon to:
1. Provide a democratic schooling system, i.e. accessible education for everybody, a 
variety of school types, specialities, modes of learning, levels of qualification, 
degree and non-degree courses, freedom of choice of educational establishment, 
life-long learning.
2. Guarantee quality foreign language teaching for everybody within the educational 
system, to equip school and university graduates with the means of 
communicating freely in different settings in view of the great variety of purposes 
for which foreign languages could be used.
3. Educate and qualify professionals on all levels (workers, scientists, university 
lecturers, and government officials) whose command of mainly English in their 
particular field is a prerequisite for the success of the individual, of the 
profession, and of society as a whole.
34
Chapter II
4. Cater for the ever-changing needs of English language learners related to the 
growing number of channels via which international experience and expertise can 
be accessed.
5. Back up English language learning and teaching with a solid theoretical and 
practical pool of information and skills in the field of Information Technologies 
which are available and accessible mostly in English. .
Gone are the days when English could be learned only at the English Language 
Schools. These schools, together with other language schools, were founded in the 
60ies, in a period of easing of the political tension between western and eastern block 
countries after 1956. They were designed as a substitute of the foreign schools and 
colleges from before 1944, which were abolished after the communist regime had 
been established. Their chief objective was to cater for the interests of the 
nomenclature elite. These schools were open to all students but recruitment was 
strongly influenced by political factors. Entrance was highly competitive especially 
for students whose family background was not favourable. Their number throughout 
the country was limited. Before the changes there were less than 10 such schools. 
They guaranteed quality foreign language teaching through mostly traditional 
methods. The rest of the students, who attended ‘ordinary’ schools, were deprived of 
the chance to learn a foreign language well. Thus, the politically powerful of the day 
could impose and maintain a political and cultural model, and ensure that no or very 
few contacts with western cultures could be established. One way of preventing the 
‘dangerous’ western influence was to deny the majority of people the opportunity to 
learn well a foreign language.
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Nowadays in Bulgaria, as well as in the rest of the world, there is a shift away from 
“languages as an offering for a limited elite (i.e. for the few learners destined for 
university studies) to languages for all (or nearly all)”, as Strevens (1980: 6) puts it. 
He goes on to say that this fact creates two major pressures upon teachers, namely:
1. “Language teachers are unexpectedly faced with mixed-ability 
classes”, and
2. “Culturally oriented (and, especially, literary) courses turn out to 
be largely unsuitable for and unteachable to an unselected student 
population, at least in the conventional form of such courses.”
The unstreamed classes certainly create instructional and educational problems. They 
are a challenge for teachers, syllabus and materials designers. A possible and 
convincing solution to the problem can be the improvement of teaching 
methodologies and learning materials. Obviously, such reactions to foreign language 
teaching are of universal nature, as Strevens (1980: 7) points out: “Some people 
doubt whether the problems can be solved, and are beginning to advocate removing 
foreign languages from the school curriculum altogether”. Fortunately, in Bulgaria, 
such tendencies have been short-lived. More and more it is being realised that there 
should be found ways and means of enhancing the effectiveness of foreign language 
courses, especially, English language courses. The solution is to produce such 
syllabuses and design such materials which will directly match the needs and wants 
of the learners, correspond to their personal abilities and learning preferences, 
interest and engage them in meaningful and even amusing activities. This process has 
been under way for quite some time but instant results and universal solutions are 
impossible. The national and local specificities of the learning/teaching situations are 
to be considered simultaneously with the international specificities and requirements.
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As a result of the above-mentioned consideration, there is a steady move towards 
teaching English for Specific Purposes, rather than teaching General English. More 
and more vocational secondary schools have incorporated in their curricula courses 
in ESP which are prevailingly English for Mechanical and Electrical Engineering, 
Electronics, automobiles, business and tourism.
The Ministry of Education and Science acknowledges the great demand for English 
and the necessity to teach the language throughout the country. The problem is there 
are not enough well-qualified language teachers to meet the needs and wants of all 
learners (See Eana Knura sa ôtnrapcKoro oôpasouanne h nayica, 1992: 31). There is 
also a lack of consistent and properly designed and structured system of foreign 
language teaching in schools and they are not sufficiently backed up with 
coursebooks and equipment.
2.5 Social changes
The process of foreign language learning/teaching “starts with society, with the 
‘public will’ that language should be taught as part of the community’s total 
educational offering; it ends with the individual learner, learning -  or so we hope -  
the language he is being taught.” (Strevens 1980: 10). The two important elements in 
this statement, society and learner, whose presence in different societies has different 
weighting, can influence greatly the decisions taken about foreign languages. In 
totalitarian societies it is the will of society, which takes precedence, whereas, in 
democratic societies, the learner has in a way the final say in the debate. The starting 
point in such societies is the welfare of the individual, which will bring about the 
welfare of the state.
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The ‘public will’ and the learners with their specific characteristics are only one side 
of the coin. The other side, of which we should never lose sight, is the 
‘internationalism’ of teaching and learning English as a foreign language. It does not 
take place only in relation to particular criteria, factors and requirements. The 
teaching and learning of English does not take place in a vacuum because, a priori, 
foreign languages are meant for international communication. What is more, the 
theoretical developments of linguistics and foreign language teaching take place in 
the much wider context of the world.
The expanding opportunities for academic and professional growth under the new 
conditions are due to the following changes:
1. The number o f universities and colleges throughout the country has increased 
considerably (which, unfortunately, creates difficulties related to quality 
assurance) thus giving school-leavers more chances to get into the system of  
higher education and acquire the qualification(s) o f their own choice. In AY 
1987/88 there were 30 universities and high school and 116 407 students, 
whereas in AY 1998/99 their number was 42 and 245 237, respectively (See 
CraTHCTHnecKH cnpaBomraK, 1999: 24 and CraxHCTHHecKH ro^nmnnK na 
Hapoflna Penyôjimca EiJirapHJi, 1988: 398).
2. Young people can make choices and learn from the mere act of choosing.
3. University graduates are not bounded by citizenship and the obligation to return 
to their region in search of a job but can look for one where they prefer. This has 
its shortcomings but the job market has its own mechanisms for regulating the 
offer and demand variables.
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4. Well-educated and qualified people are eligible for applying for furthering their 
studies and/or qualification abroad, which was impossible under the old regime.
2.6 Economic changes
Today, more than ever before, the requirements and demands of the economic system 
predetermine the major trends and specific characteristics, of the educational changes 
that are being carried out. The tendency of nowadays is not only to enhance the 
chances for better vocational/professional training but also to back it up with 
adequate academic training and qualifications (See Saxapnena, 1995: 27). What is 
lacking in education is a thorough study of learners as subjects of the process of 
learning. The existing syllabuses of various subjects, ESP including, reflect the lack 
of concern for the concrete group and individual wants, needs, abilities, preferences 
and learning styles of the learners. One of the aims of the present research is to 
suggest a way of integrating these specificities in the process of designing a syllabus 
and learning materials for learners of English for Electronics.
Within the new economic context Bulgaria, like most other newly shaping 
democracies in Europe, needs to seek help from foreign countries (mostly English- 
speaking) in order to get the necessary expertise and financial assistance for a quick 
and efficient transition from a centralized planned economy to a market economy. 
Bulgaria needs to develop, train, and employ people who not only can understand the 
dynamics of a market-driven economy, but can also combine good professional 
training with knowledge of a foreign language in order to facilitate the process of 
transition. Linguistic competence in English is indispensable in this respect, English 
being the most widely used means of economic and business communication. The
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ultimate goal of teaching and learning English should be focused on realising 
utilitarian communicative competence. It means:
1. Offering a variety of specialised courses to meet the specific needs and purposes 
of the various groups of professionals.
2. Making ESP courses take precedence over General English courses.
3. Conducting careful surveys of the specific needs of language learners.
4. Changing the approaches, which will bring about the desired outcomes.
Teaching and learning English for Science, Technology and Engineering is fairly 
new on the foreign language teaching horizon in Bulgaria. The teaching of so-called 
General English has had quite a long tradition. But the teaching of EST lags behind 
for a number of reasons. For many years Bulgaria relied on Russian resources of 
information concerning industry, technology, maintenance of equipment, etc. and the 
educational system was not prepared for the shift towards western European and 
American sources of information, data and media of communication.
When the need for EST was felt the first impulse was to adopt methods of teaching 
not from the latest trends of development of foreign language teaching, but from 
much earlier stages. The teaching of EST was based on the grammar-translation 
method, i.e. texts with a subject-specific orientation were read, translated into 
Bulgarian, vocabulary was memorised and grammar was explained in a structural 
way. All this accounts for the relative disinterest on the part of the learners. EST was 
just a boring and tedious subject.
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Another problem was the human factor. The teachers who taught EST were either 
engineers, who were considered the best choice because knowledge and experience in the 
subject area was thought to be of utmost importance, or language specialists who had had 
no theoretical or practical training in running EST courses. Teacher training or retraining 
was unheard of for quite a long time.
The outcomes for, perhaps, two generations (from the 1970s to the 1980s and early 1990s) 
were negative. People with university degrees in engineering were helpless when it came to 
coping with information in English and communicating with foreign partners. They either 
relied on the services of interpreters or took up courses in English, but they had to make do 
with general English courses because EST courses did not use to be run for people already 
in employment. Of course, their needs were not met by the language skills they developed, 
as they were not meant for learners from a particular professional/occupational field.
2.7 New developments in education worldwide
Bulgaria is undergoing a change of social systems. A transition to a pluralistic, liberal- 
democratic society and market economy and a reconstruction of private property are under 
way. These processes are hard and take time to be completed. They inevitably affect 
education which is an inseparable part of the social system and one of the most vulnerable
ones. We are at the threshold of the 21st century. The present and future society is often 
referred to as post-totalitarian, informational, open, global, intercultural. The ma.ny 
challenges of today and tomorrow demand modernisation of education in response to and 
in correspondence with the changing realities both at home and around the world.
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The bulletin, HutpopMaifUOHeH ÔJOJiemm: Vnpaejieuue na cpednomo oôpasoeaitue, 
offers a resume of and extracts from the Analysis of the Educational System in 
Bulgaria. Some of the problematic areas it looks at, which are of interest to the 
present research, are the processes of world integration and the national identity of 
education. We are now living in a very dynamic period and are witnessing the 
globalization of social developments. It has become the conviction of many that the 
world is an inseparable part. This in turn requires global thinking and universal 
moral, social and legislative value systems, principles and way of life, a new global 
order. The process of globalisation and sharing of problems leads to such patterns of 
living which make world, continental and regional integration not just necessary, but 
also inevitable.
Bulgaria cannot and should not remain an outsider to important events and 
tendencies. Among them are the following, which have an immediate bearing on 
educational matters.
1. Démocratisation of society and liberalisation of education.
2. New information and multi-media technologies. Success cannot be guaranteed 
without competence in foreign languages and computer literacy.
3. New understanding of, attitude to, requirements, and criteria for knowledge and 
levels of literacy, “educatedness”, and competence.
4. Criticism of traditional education worldwide. A global crisis in education -  crisis 
in literacy, functions of education, and inflation of education.
5. Innovations in education -  bottom - up and not top - down.
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2.8 How the Bulgarian educational system differs from the European
The fact that Bulgaria is naturally part of world developments does not mean that our 
education should lose its national identity. The concept of globalisation allows for the 
keeping of each country’s identity alongside and despite the processes of unification. As 
a country we need to remember the lessons that the history of our education has taught 
us. We should depart from the negative and retrograde aspects and tendencies but keep 
and sustain the positive elements of our centuries-long system of public education.
Not long ago our educational system was characterised by the following features.
1. Centralised hierarchical bureaucratic administrative system.
2. Extreme idéologisation.
3. Lack of autonomy for the state schools and universities.
4. Centralised system of curricula design. National curricula were compulsory for all 
schools.
5. Strong control at the entry level, but very little control at the exit level.
6. Lack of systematic assessment of the quality of achievements.
7. Prescriptive control, no flexibility or adaptability.
8. Innovations were not stimulated.
9. Lecture-type lessons predominated.
10. Teachers dominated the classroom, yet they had no freedom to make decisions about 
content and curricular.
11. Not enough team work.
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1. Students were dependent on the decisions taken by educationalists, had very little say 
in the process of education and found it difficult to adapt to the world outside school 
and university.
(See Efljia Kunra sa GtnrapCKOTO oGpasoaauue h nayica, 1992: 11)
Many of the above features have either disappeared or are on the way out. But still we 
definitely need to work towards the abolition or alteration of those features which take 
time to overcome, accept, get used to, get trained for or develop the appropriate mindset 
for.
2.9 Factors influencing the teaching of ESP in Bulgaria
A very strong reason for the rapidly growing need for ESP is the spread of higher and 
further education in Bulgaria after the changes. This has led to a need to access the 
required knowledge and information which in many sectors are available exclusively or 
most easily in English. This is particularly true of the technical branches of human 
experience, where changes and advances are primarily recorded and disseminated in 
English.
Statistics show that specialists with a command of foreign languages are in great demand. 
There is strong and convincing evidence about this in recent years. According to data for 
Bourgas region for the period 1995-1998, provided by the Regional Office of Labour in 
Bourgas, there were 170 vacancies for such specialists (See table below). English comes 
first in the hierarchy. English for Specific Purposes ranks first among them.
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Table 1
Local Centres of the Regional Office of Labour
Aitos Bourgas Sredetz Elhovo Karnobat Tzarevo Nesse
bar
Vova
Zagora
Sliven Jambol Kotei Total
Vacancies
for:
Teachers
of:
English 6 82 .2 10 17 4 6 88 29 7 259
German 8 27 1 7 5 34 7 89
French 47 9 2 10 6 21 12 7 114
Translators
and
interpreters 
from/into 
English, 
German and 
French
5 1 6
Specialists
with
competence 
in English, 
German and 
French
63 33 6 5 35 28 170
The above quoted vacancies are the ones which have been announced. There are
small and medium-sized companies which do not register their needs at the Regional 
Office of Labour and they employ the greater number of people who speak a foreign 
language.
Students’ views about what quality education means nowadays are changing. They 
are developing an awareness about:
• the importance of getting into higher education
• the importance of getting not just a degree, but also skills and experience
• the importance of obtaining an internationally acknowledged certificate
• the importance of getting a vocational degree with a language component.
More and more students depart from the conventional understanding of university 
education and the value and weight of university degrees. Under the old regime the 
significance of a degree was more in the certificate itself, rather than in what
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knowledge, let alone study and practical skills, the graduate had mastered. Under the 
present economic situation and the associated requirements of the job market, both at 
home and worldwide, it is highly insufficient to have completed a degree course 
without acquiring a solid theoretical as well as practical competence in a certain 
field. What is more, flexibility and adaptability rank among the features most looked 
for by employers when recruiting staff. These realities are valid not only for this 
country but also for the rest of the world. The reason why it is rather difficult for us 
to materialise them is that for decades the format of our educational system and the 
focuses have been quite different from the rest of the world. There is no denying the 
fact that our secondary school leavers and university graduates are very competitive 
internationally as far as their theoretical knowledge is concerned. They are familiar 
with a very wide range of subject areas. This should not be discontinued in favour of 
western models only to match a widespread pattern. There should be found ways and 
means to compensate for the lacks and not to create new ones. What the learning 
population in Bulgaria needs to catch up with is skills development, flexible learning, 
transfer of skills from one area to another, IT experience, investment in learning for 
life, learning how to learn, rather than accumulating facts and figures. In an age 
dominated by the omnipotent computer, the Internet links and the vast number of 
data banks it pays off to know how to find your way about in the predominantly 
English speaking Global Village. It will be ideal if moneywise and timewise it is an 
economical process. Without a good and appropriate command of English it is 
impossible to be achieved.
A relevant question is “What kind of English is most needed?” A most pertinent 
answer, based on personal observations, statistics and public view is -  English for
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Specific Purposes. A doctor needs English not to talk about fashion, means of transport,
shopping or to read the English classics in the original. He needs English to be able to
read the publications in the medical magazines, to prepare a report describing his or her
research and present it to a conference; to be able to communicate with his or her
colleagues on topics of common interest.
“The over-production of qualified people, high levels of 
unemployment and the devaluation of awards (particularly acute in 
some university courses) all give the university as a whole a negative 
image. This is difficult to counteract without clear and specific 
answers to questions about students’ futures, and the purpose of 
universities in this economic context. Universities and their academic 
staff must ensure that all students have the best possible chance of 
securing the right job by developing professional courses relevant to 
labour market needs...” (Brimrose, 1995: 19).
The above quotation quite relevantly describes the situation in Bulgaria too, as it is a 
comment about what has been happening in the whole of Europe in the last decade. This 
statement of fact calls for integrating a strong and working EST component in the 
professional university courses in Bulgaria. Even from observations of what employers 
look for in applicants when advertising vacancies it will become clear that English for 
Specific Purposes is a sought for asset by the majority of the companies.
As the educational system has not as yet managed to adapt to the new demands there are 
deficiencies in both the quantity and quality of the EST courses on offer in all the Higher 
Educational Institutions. What is done in some places is fragmentary, uncoordinated and 
usually not a part of well established, methodologically supported EST curricula.
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2.10 The English-Bulgarian Technical College (EBTC)
The EBTC, which has already been referred to in Chapter I Introduction, is among 
the very first educational institutions in Bulgaria to take up a new model of course 
design and to develop a range of new courses. It responded to an immediate need felt 
soon after the changes. The former colleges of further .education, which provided 
non-degree courses and awarded a qualification -  ‘specialist’ were ill-suited to the 
changing times. Their curricular comprised courses whose content was out of date. 
They lacked variety and flexibility, as well as an EST language component.
The EBTC was set up at Bourgas Free University in 1991 with the support of the 
University of Surrey. It is the first non-degree stage of the Faculty of Engineering. 
There are three strands at the college -  Electronics, Management of Automobile 
Transport and Industrial Management. The novel aspects of the courses at the 
College are its flexibility, multifaceted nature, high quality English language 
teaching and opportunities to access Higher Education (HE) institutions in Europe. 
The students have an intensive course in General English (GE) in the foundation year 
and an EST course in the second and third year. The courses are accredited by SOCF 
through the Open College Network (OCN). The NVQ Level 3 Certificate that 
graduates are awarded, alongside with a Bulgarian Certificate, enhances their 
opportunities to get on degree courses not only in Bulgaria, but also in Europe. The 
strong EST language component improves their chances on the job market too since 
all the companies dealing with science, technology and business with foreign 
partners are especially interested in applicants with EST language skills and 
competency.
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Since the college was founded interest in the courses it provides has increased 
considerably and 210 students are registered on the 1998/99 foundation year, 
compared with 87 students in 1991/92. In the years 1994 and 1995, 31 and 43 
students graduated from the College, compared with 56 students in 1998 
respectively. These figures prove that the popularity and .status of the College have 
risen considerably since it was first started. (See also Hobrough, Noble, Marinova 
and Popova, 1996).
Due to the fact that the EBTC is within the structure of a non-state university, namely 
Bourgas Free University, it enjoys a greater freedom when it comes to designing EST 
courses for the students, setting up a syllabus, choosing the teaching methods and the 
learning materials. There is no particular coursebook prescribed by an official 
educational body that has to be adopted. Up until recently this freedom was in a way 
unlimited because there were and still there are no state requirements and criteria 
concerning ELT at faculties in which English is not a major. As the process of 
accrediting the non-state universities and colleges is under way now, we may soon 
find out that there is a scheme -  a different curriculum that we will have to fit in.
An issue that merits attention here is that one of the main objectives of this thesis is 
to look into the main specifications of syllabus design and propose an EST syllabus 
for Electronics rather than engage in a full-scale curriculum development. An 
identification of the differences between a syllabus and a curriculum, as well as their 
common ground, is essential for the understanding of the researcher’s choice of 
focus. As Rodgers (1989: 24-25) sees it, the distinction between curriculum
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development and syllabus design is in that the former is “a contextually enlarged 
view” of the latter. He also claims that until fairly recently the syllabus “has received 
the most attention in educational design and implementation”, and that the search for 
new “educational goals” has been accompanied by “specification of a new syllabus”. 
It is the researcher’s belief that this is owing to the fact that syllabus, together with 
methodology, are the most crucial elements which directly relate to the learning 
outcomes. It is generally more difficult, and often not in the prerogatives of, for 
example, EST language practitioners, to introduce changes in the overall curricula. 
There are a number of definitions of curriculum, but they tend to have rather fluid 
boundaries -  at times they cover a certain number of elements, at others they tend to 
neglect or omit some of them (See Johnson and Porter (1983: 71-73), Nunan (1988b: 
13-14, 172), Robinson (1991: 33)). Markee (1997: 21) claims that the widely used 
terms syllabus and curriculum are “potentially confusing” and “ a curriculum 
subsumes a syllabus”. The researcher follows Markee’s understanding that a “strong 
form” of a syllabus incorporates not only the content, but also the materials and 
methodology. However, the types of assessment (which according to Markee are 
part of the “strong form” of process syllabus) are seen by the researcher as belonging 
to the curriculum.
The EST course at the EBTC is a compulsory subject for all students. It is an 
indispensable one too, since the college has been accredited by SOCF. In the NVQ 
Level 3 Certificates that are awarded to graduates the EST course is allotted 3 credits. 
The expectations are that college graduates are well-equipped with the language and 
can go on into HE in England or in another European country and take up courses 
accredited by SOCF. The overall profile of the course is influenced by its fixed place
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on the curriculum. Hence the assessment criteria and the type of exam are decided 
externally as is the case with all the other subjects in most educational institutions in 
Bulgaria. Students do a written test at the end of each semester and also sit for an oral 
exam at the end of the EST course. The overall mark comprises the results from both the 
written tests and the audit. However, the types of testing activities are in the hands of the 
EST teacher. In my case they are parallel to the tasks and activities undertaken in class. 
They are focused on skills and strategies achievement. They do not test knowledge of the 
subject of electronics or knowledge of linguistic items. Thus the freedom of the teacher 
lies not in the area of curriculum development but in syllabus design and methodology 
innovation and improvement. Consequently, the major thrust of the present study is the 
EST syllabus for Electronics students, the methodological eclecticism in implementing it, 
and the development of appropriate learning materials.
The college graduates either go into employment or continue their studies in the 
Bachelor’s programmes at the Faculty of Engineering at Bourgas Free University. They 
can, of course, take up degree courses in other universities both in this country and abroad.
Bearing in mind these two possible routes for the college leavers, the obvious thing to do 
is to attempt to equip them with those skills and English language competence which will 
ensure their successful integration in the vocational or learning environment. Therefore, it 
is necessary to meet both their academic needs for English and their needs as professionals 
working in the technical sectors. The prospective employers of the College leavers are the 
SMEs as the majority of big industrial
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enterprises have disappeared in the process of transition to market economy and the 
ensuing processes of privatisation and the establishment of the private sector as the 
predominant sector in the economy of Bulgaria. The most effective way of ensuring good 
employability prospects for graduates is to analyse the needs of both parties, see where 
they match or mismatch and take measures for the realisation of quality EST learning and 
teaching. An analysis of learners needs, wants and expectations, as well as of those of a 
number of SMEs is provided in Chapter VIIA and VIIB respectively.
2.11 Specific skills that learners at the EBTC need
The specific skills that learners of EST at the EBTC need for academic and/or vocational 
purposes are identified and dealt with in detail in Chapter VIIA. They have been arrived 
at as a result of a needs analysis of both learners and SMEs, the prospective employers o f 
graduates, as well as of a close observation of the skills required in the subject courses. 
Here are these skills in brief. Learners need to be able to:
• Transfer information from one form into another
• Interpret information presented in various ways
• Write reports
• Analyse and explain
• Describe
• Define
• Give and understand instructions
• Access the WWW
• Compare and contrast
• Skim and scan texts
• Summarise
• Expand written information
• Write messages
• Take notes
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They need to be trained in all the four basic language skills -  reading, writing, 
listening and speaking. The most favoured modes of learning are by developing the 
four language skills while completing tasks. Learners express a need to also study 
grammar points in order to get to know the structure of the language.
EST courses usually top up a basis of general English ^ courses which should have 
provided learners with a framework knowledge and competence in the common-core 
English. If circumstances allow for such a gradation from general to specific, 
progress in the learning process is in the majority of cases more gradual and 
unhampered. The curriculum at the EBTC, where the researcher is based, comprises 
an intensive general English course from scratch, to guarantee a similar average level 
of achievement in the foreign language. Only then do learners embark on an ESP 
course depending on the type of strand they belong to. To rely on the learners’ 
achievements in English during their secondary school education has proved to be 
unrealistic. Practice has shown that due to various reasons, discussed earlier in this 
chapter, the quality of English language teaching in the secondary vocational school 
in Bulgaria is not fully satisfactory. And it is mostly from such schools that we 
recruit our students. Present day developments in foreign language teaching in 
Bulgaria are much more ambitious and promising. There have been a number of 
projects at vocational secondary schools aiming at improving the quality of 
learning/teaching English. New coursebooks, more efficient methods of instruction 
and better equipment are being employed in more and more schools. The results from 
the changes will become evident in a year or two when the first cohorts of school 
leavers apply to the universities and colleges. Hopefully they will be positive as the
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measures taken are promising. Secondary School language teachers have also been
retrained to implement the new methods and materials in the classroom.
2.12 Conclusion
There are a number of important messages which emerge from this chapter.
1. There is an increased and ever increasing demand Tor learning/teaching EST 
nowadays.
2. New criteria for effective learning/teaching have come into existence. The 
emphasis is on the process of learning, as well as on the outcomes -  skills, rather 
than accumulated knowledge of structures and vocabulary.
3. It is important to involve learners as decision-makers in the learning/teaching 
process.
4. Flexible learning/teaching of EST and life-long learning should be promoted on 
the threshold of the 21st century.
5. Syllabuses and learning/teaching materials should be relevant and appropriate 
and allow for changes, additions and ‘up-grading’.
6. EST learning/teaching and the respective qualifications and skills should meet the 
demands of the national labour market.
7. Specialists with skills and competences in EST should be properly equipped for 
joining the European job market when circumstances allow and/or require it.
In the light of the above messages several issues need to be examined if the situation
is to be helped. The following chapters will look into the historical background to
English Language Teaching in general and the development of English for Specific
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Purposes. Subsequently, the theoretical issues related to Materials and Syllabus 
Design will be explored in Chapters IV and V before presenting the Research itself.
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CHAPTER in
BRIEF REVIEW OF THEORY OF ELT. ESP DEVELOPMENTS
3.1 Introduction
The aim of this chapter is provide a very brief outline of the ELT developments in the last 
50 years and to focus primarily on the ESP developments. This is done in order to 
highlight the place that the EST branch occupies in the overall system of ELT and the 
roles it has been called upon to play. Since ELT in general is not the focal point of the 
present thesis, a detailed description and analysis of the growth and changes in its stages 
and methods are included for reference in Appendix 1.
A thorough understanding of the evolution of the methods of ELT is essential for both 
researchers and practitioners in this field. For the purposes of the present research, in 
which the main thrust is the EST branch, only this aspect from the existing vast pool of 
knowledge and experience is looked at in detail. The rest of the overview is meant to 
signpost the periods, methods, and tendencies. The ultimate aim is by adopting the 
positive aspects of more than one approach to ELT to help improve the practice of EST 
learning/teaching and thus to suit the needs of both individuals (learners) and society 
(employers).
3.2 Historical developments
The need to learn foreign languages has a centuries-old history. Latin and Greek set some 
of the trends in the Renaissance. The accepted practice for learning the classical 
languages was to either hire a private tutor, or to send the learner to the country where the 
language was spoken. As learning foreign languages was the privilege of
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the rich, they could afford the expenses. It was as early as that time that methods of 
foreign language teaching began to develop. With the advantage of hindsight we can 
say that they were quite rudimentary, but it cannot be denied that today’s methods 
have been founded on the grounds of the old traditional ones. Each “new” method 
develops either as a reaction against an already existing one, or as a continuation and 
an improvement of it. If the former is the case, then those suggesting it have learnt 
from the ‘mistakes’, ‘faults’ and ‘weaknesses’ of the older method(s). If the latter is 
the case, then the “new” method apparently contains a lot of the aspects of the older 
one but they have been improved, clarified and adapted to the current needs of 
learners and the community. As methods development is obviously a slow and 
difficult process it takes quite a long time for a method to be established, to gain 
popularity and become widely accepted. As Els et al (1984: 146) put it “the changes 
in method through the ages have never affected the entire field in the same way and 
at the same speed. Many periods are characterized by a preference for a certain 
approach, but never does one single method gain a monopoly”. Today the situation in 
foreign language teaching is very similar.
Learning and teaching a foreign language is a very demanding task for both learners 
and teachers. With all its complexities it has been a real challenge for generations of 
theoreticians and practitioners who have tried to strike a balance between realities 
and preconceptions. Because of the insufficient interaction between the two 
professions, sometimes for decades there seemed to be no change or improvement. 
This was to the detriment of the teaching profession and of the learning practice. 
Within the last ten-fifteen years the processes have become much faster and
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considerable notice is being taken nowadays of the demands of the everyday practices 
and the lessons learned from experience.
As the changes in methods are not strictly time-bound, any chronological treatment will 
be imprecise to a certain extent. The dating of the methods are to be taken relatively and 
more as a way of convenient treatment than as watertight chronological tabling.
ELT History of Methods
Table 2
Name Dates Focus Mode Oral skills /  Production Learners’
Needs
Grammar-
Translation.
prel960’s translation
L1-L2
controlled; inflexible limited not considered
Structural 1960’s graded structures controlled sentence patterns not considered
Situational 1970-74 structures & situations less controlled structures related to 
particular situations
likely needs
Functional-
Notional
1974 use o f language 
communication 
taxonomy of functions
less controlled 
rejection of grammar 
& structure
communicative 
competence; functional 
& notional appropriate 
language
semantic
demands
Communicative
Language
Teaching
1978 communication; 
student production
flexible meaningful classroom 
activities
needs o f
learners
considered
ESP
Programmes
mid 60’s selection o f appropriate 
language
flexible within specific 
fields
development
of specific language
skills
specific needs 
o f learners in 
given situations
Eclectic
approach
midl980’s structure & function & 
communication
greater
freedom
language
structures; functions & 
skills development
awareness o f  
learners’ needs
Task-Based
Syllabus
1987 problem-solving tasks very flexible generate a need for using 
language
from learners’ 
needs to 
learners’ 
independence
Lexical
Syllabus
1990’s lexical item selection, 
commonest words and 
patterns
Inflexible in the sense 
that learners 
internalise only the 
language they are 
exposed to.
response to natural 
authentic stretches o f  
speech
Learners are 
expected to 
make
generalisations 
about the 
language based 
on a “tiny but 
balanced corpus 
o f natural 
language”.
Fringe
Approaches
Since the 
70’s
subconscious acquisition; 
limited number of learners; 
very specific 
circumstances;
Focus is different with the 
different approaches but it 
is usually the development 
of a single non-transferable 
skill.
Inflexible because 
learners are able to do 
only what they have 
been trained to do.
subconscious acquisition 
of speech patterns
very specific 
and fringe needs 
of small groups 
of learners
Present and future 
developments
90’s balance between fluency 
and accuracy
flexible because based 
on a synthesis of 
approaches, methods, 
and syllabuses
not ‘the skill o f all skills’ most immediate 
needs of 
learners 
considered and 
catered for
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3.3 Brief review of ELT methods and approaches
The history and present day existence and development of ELT methods and approaches 
are characterised by a great variety, continuity, nihilism, constructivism, and at times 
destructivism. The prevailing aspirations of linguists and teachers, however, have been 
towards better and more successful methods and techniques which can meet the 
expectations of both learners and society in terms of making the learning/teaching o f 
English easier and faster. ELT theory has always been influenced and developing 
alongside the development of linguistics. Consequently, the limitations and shortcomings 
in the methods are due to the limitations and shortcomings of the respective stage in the 
development of linguistics. Socio and psycholinguistics have also had a significant 
impact on ELT. Each newly-emerged method prided itself on having overcome the 
drawbacks of the previous ones and opened up new vistas for effective ELT teaching. 
However, these methods were only as good as the current developments of human 
thought and experience could make possible. They were all indebted in one way or 
another to what had already been achieved in the area. From the traditional grammar- 
translation method and the methods of the structural approach, namely the direct, the 
audio-lingual and the audio-visual method, through the situational, functional and 
functional-notional approach, the gradual movement was towards enhancing the chances 
of learners to learn fast and easily. When communicative language teaching came into 
fashion, a lot of what had been before seemed to be forgotten. Yet, even the most ardent 
attempts to apply it in its pure form, have proved that still there are structures and 
functions taught and learned despite the overall different impression. The focus with 
communicative teaching has, of course, been on fluency rather than accuracy, on less
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controlled language production, on the whole of language discourse rather than on 
discrete items. When the first wave of communicative enthusiasm ebbed away ELT 
teachers and theoreticians resumed their interest in structures, functions and notions, 
but now coupled with communicative tasks and activities. Since the mid 1980s 
eclectic approaches have been undertaken in many cases as they are seen to be more 
embracing and better suited to the multiple needs and preferences of learners. As 
Prabhu (1990) claims “there is some truth (or value or validity) to every method” and 
this is “an argument for eclecticism in language pedagogy”. Eclecticism in ELT 
nowadays is quite popular in contexts where the limitations of the teaching/learning 
situation can only be overcome by adopting the best from a variety of methods. The 
task-based approach, which developed in the late 80s, made tasks a priority in 
syllabus and materials design. The lexical syllabus proposed by Willis at the 
beginning of the 90s proved to have few followers. Slightly apart from the general 
developments of ELT are the so called “fringe approaches”. They appeared at 
different times in the 60s, 70s and 80s and were quite innovative and unconventional 
but at the same time limited in scope and did not have a serious impact on ELT. 
Obviously, they were successful under particular limited circumstances and with 
particular types of learners, but their large-scale implementation never actually took 
place.
What emerges as a sensible message from the review of the ELT methods can be 
summed up with a quote by Kumaravadivelu (1994). “The postmethod condition is a 
state of affairs that compels us to refigure the relationship between the theorizers and 
the practitioners of method.” By doing so we will inevitably be faced with “a search 
for an alternative to method rather than an alternative method.” This has been very
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much the starting point for the present study. And since “the postmethod condition 
signifies teacher autonomy” it was thought necessary to set out and find out what and 
where was missing, or inappropriately done in the area of EST learning/teaching.
The ESP branch of ELT, which emerged in the 60s, seems to be one of its healthiest 
“offsprings”. It not only survived through its more than 35 years of existence, but has 
been gaining even greater popularity and interest from various subject specific fields. 
The main focus of the present study is the EST area. Therefore, the following section 
provides the necessary background for understanding the issues and considerations, 
for making the decisions and reasoning and for arriving at the practical outcomes 
(syllabus and teaching materials) in the course of the present study.
3.4 ESP PROGRAMMES: MID 1960S
3.4.1 ESP and the methods of ELT
ESP is not a new method, not necessarily a new approach, but rather a new emphasis 
or emphases in teaching. This is why it is listed in the Review of Theory of ELT 
(Appendix 1) under ESP programmes. ESP is pluralistic, i.e. it has plenty of sub­
branches (subject specific areas) and particular focuses (to develop reading, writing, 
speaking or listening skills, or a combination of these). It has been variously 
interpreted by theoreticians and practitioners and, consequently, has found different 
applications and implementations in different countries. It has proved to be the most 
sought after type of English all around the world. The general trend today is towards 
learning of English for specific rather than for general purposes. In their attempts to 
meet the expectations of language course clients teachers, course and syllabus 
designers have made ESP the most easily adaptable and flexible branch of ELT. The
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face validity of language teaching for specific purposes lies in the analysis and 
specification of the particular purposes of the learners. This guarantees a more 
restricted agenda for the learners, as it is not the whole of the language that is 
studied. This naturally leads to a better motivation, higher rates of achievement and 
greater satisfaction with the outcomes. ESP is specific because of what it has to do. 
As it is directly concerned with the purposes for which the language is studied, and is 
usually materialised by focusing on the functions most frequently employed by the 
learners in specific situations, it is firmly associated with communicative teaching, 
one of the latest concerns of foreign language teaching pedagogy.
The demand for ESP courses is constantly increasing and they are beginning to take 
precedence over general English courses. The reasons for this are as follows.
• After World War II there began a period of enormous international scientific, 
technical and economic expansion. English became a world language, a fact 
generated by a demand for an international language. The predominant economic 
and political power of the United States was the major prerequisite for this fact. 
English will certainly retain its position in the century to come. It is part and 
parcel of the current movement towards economic, political and cultural 
integration. Collaboration on all possible levels is achieved much more easily and 
effectively when there exit not only shared interests, goals and wishes, but also a 
shared language.
• People in any trade can make themselves much more easily understood, and can 
respectively understand others if they know English. In this dynamic age, in 
which English has become the accepted international language of technology, 
business and trade, fewer people are learning the language in order to get to know
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the English or American way of life or to enjoy reading English fiction and 
poetry in the original. More and more learners of English take up a course with a 
very categorical and specific aim in mind. They have limited time to devote to 
learning the language and expect to be able to carry on with their job or studies. 
They are usually adults aware of their purpose in learning the language.
• There is no denying the fact that the bulk of information that the media process 
and offer is in English too. At the end of the 20th century we are living in a world 
in which information technologies make the distribution of information an easy 
task for almost all parts of the world.
e Study, professional and occupational fields are becoming more and more 
specialised. The knowledge and skills of general English cannot service the many 
sectors with their specific demands made on people who are engaged in them. 
Employing translators and interpreters is not considered the best solution any 
more because any go-between narrows the channels of input and output and 
delays responses. It is not financially feasible either.
• The need for high surrender value courses has become really urgent in recent 
years. It is no longer considered cost-effective to join General English courses 
which are regarded as an investment for the future, when people need English 
here and now. Quick returns of the investment of time and money, in the form of 
skills and abilities to communicate effectively in their particular field and for 
their immediate purposes, is what ESP learners expect of the English language 
courses. As Wilkins puts it, “there are [other] learners who may need to cash their 
investment immediately. Whatever they learn may be needed immediately for the 
purpose of communication. They cannot afford to be told that in due course they 
will be able to make use of what they are learning.” (Wilkins 1976: 70).
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Williams, Swales and Kirkman (1984: 2) provide a brief overview of the emergence 
of ESP in the mid 60s. They associate it with the growing awareness that there were 
groups of learners with specialised needs which could not be met adequately by the 
great variety of EFL courses. They also identify these learners as being in tertiary 
education or in professional training. These learners, they say, “had much more 
limited and finely focused needs which needed to be addressed.” The authors touch 
upon one of the weaknesses of ESP in those days, namely the “emphasis on linguistic 
competence, avoidance of error, a rigidly graded approach to syntax and lexis, etc.” 
But nowadays similarly to what is going on in EFL, ESP is concerned not only, and 
not so much with linguistic competence but also with communicative competence. 
They claim that nowadays the emphasis is on “the learner’s learning” rather than on 
“the teacher’s teaching.’’
They make an interesting observation. “In common with many professions, teaching 
has become increasingly ‘compartmentalized’ in recent years. ... English as a foreign 
language has become so large and self-contained that for the most part it operates 
independently of other modem foreign languages; and within EFL one further 
compartment has developed - that of English for Specific Purposes.” (Williams, 
Swales and Kirkman, 1984: 1). They reason that such compartmentalization is 
“inevitable” because it is the result of the focus on narrow professionalism and 
specialization. It is also “welcome” because it allows for “more appropriate 
methodologies, teaching materials and research”. In order to avoid making the 
courses too narrow and ‘rigid’, too ‘ordained’ and ‘neatly-packaged’ they suggest a 
flexibility and broad mindedness when designing ESP courses.
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The major development with the appearance of the ESP programmes is the move 
towards learners with their needs. They are the most important consideration when 
designing a course. Course content is selected on the basis of the learners’ area of 
interests - occupational, academic or professional. Learners’ needs are defined in 
terms of why they want to learn the language, what they .are going to use it for, i.e. 
the kind of English they need, the language skills they will need to develop to 
become successful users of the language. As the majority of ESP learners are adults, 
who have had some initial training in English and possess a knowledge of English 
grammar, the functional-notional approach has been found to be an effective way of 
supplementing the knowledge of grammar with a development of communicative 
skills. The two key terms which help to define the scope of ESP are the purposes of 
studying English and the ensuing needs of the learners.
3.4.2 What is ESP? Definitions
There are various approaches to ESP around the world. They are determined by the 
specific environment and conditions in a given part of the world. This is why it is 
difficult to produce one definition which can be universal. Strevens (1980a: 109) 
argues that ‘a definition of ESP that is both simple and watertight is not easy to 
produce”.
Mackay and Mountford (1978: 2) give quite a succinct description of what is to be 
understood by ‘language for special purposes’. It is a term “generally used to refer to 
the teaching of English for a clearly utilitarian purpose. The purpose is usually 
defined with reference to some occupational requirement, ...or vocational training
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programmes, ...or some academic or professional study.” They go on to point out the two 
important characteristics, which according to them, are “the close association of special 
purpose language teaching with adult learners, or, at least, learners at the post-secondary 
level of general education” and “the important auxiliary role that the English language is 
called upon to play in such cases. Language learners require English as a means o f 
furthering their specialist education or as a means of performing a social or working 
role... .” (Mackay and Mountford, 1978: 2). The key words here are ‘adult learners’ and 
‘a means’.
A slightly different way of defining specific purposes language teaching is that o f 
Strevens (1978: 186), who says that “special-purpose language teaching (SP-LT) occurs 
whenever the content and aims of the teaching are determined by the requirements of the 
learner rather than by external factors such as general education criteria”.
He also suggests the following working definition of ESP:
“ESP entails the provision of English language instruction:
(i) devised to meet the learner’s particular needs;
(ii) related in themes and topics to designated occupations or areas of study;
(iii) selective (i.e. ‘not general’) as to language content;
(iv) when indicated, restricted as to the language “skills” included.” (1980: 109).
All the attempts at wording what ESP is tend to include the same (or almost the same) 
key words crucial to the understanding of what ESP entails and what demands it places 
upon the syllabus and materials designer. Some such key
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words are: learners’ needs, specific topics, selection, restriction, a means, a process, 
an approach.
Generally speaking, the role of ESP is to provide accessibility to the knowledge 
recorded in printed matter - books, journals, reports, articles, the Internet, etc., as 
well as to spoken information at conferences, lectures, talks, radio and television. It 
helps interpret data, extract information, give reports, analyse results in specialist 
areas. It is, therefore, a means rather than an end in itself and this differentiates it 
from General English.
ESP is marked by a great diversity of courses. It is a very general umbrella term 
which has come to denote English for particular learners, with concrete, clearly 
defined needs, for realistically outlined purposes, under factor-bound circumstances 
and time and age constraints.
According to Strevens (1978: 190) the general criteria that is essential in defining 
SP-LT courses is the paramount importance of the “language-using purposes of the 
learner”, “the content” of the language (determined by “restriction”, “selection”, 
“themes and topics” and “communicative needs”), and the methodology, which “may 
be any that is appropriate to the learning/teaching situation”.
Another way of defining ESP is to say what it is not. It is not
> a matter of teaching specialised varieties of English, not a special form of the 
language;
> just special vocabulary or ‘special’ grammar;
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> different in kind from other forms of language teaching;
> a methodology, but methodologies which can be applied not only in the ESP 
courses but in the EGP courses as well;
> a product, but a process and an outcome.
The fact that ESP courses always cater for the particular needs of particular learners 
results in methodological freedom and innovation. “...Instead of being constrained 
Within methods consecrated by years of repetition, the teacher of ESP is very 
frequently able to make a real choice, on professional grounds, between the many 
possibilities that form part of the training and experience of the mature teacher.” 
(Strevens, 1980: 121).
It is hard to draw a line between general English courses and specific-purpose 
courses. Any English for Specific Purposes has the same rules of grammar and 
syntax, pronunciation, accent and intonation, rules of spelling and orthography, 
principles of word formation and even vocabulary as those of other Englishes for 
Specific Purposes and of General English as a whole. It is the same language that is 
studied in specialised language courses, only the priorities, the emphases and the 
focuses are different. The more frequent occurrence of certain language elements in 
particular types of ESP, the differing intentions, and purposes of usage determine the 
selection of the content of these courses, the concrete skills that will be paid more 
attention to than others, the specific functions of language that will be practised and 
expanded. It is, for example, commonly agreed that most scientific discourse is 
characterised by a greater concentration of passives, long nominal groups, longer 
sentences consisting of many clauses, an inventory of Greek and Latin roots and
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affixes, used to form words which are, to a large extent, typical of science, rather 
than of language in general. The need to function effectively as language users in a 
scientific context requires from the learners to be able to describe, analyse, 
generalise, classify, give arguments, compare and contrast, and many others, 
depending on their particular purpose on each given occasion (See Widdowson, 
1990: 244-257; Robinson, 1980: 16-19; and Trimble, 1985: 5-21).
3.4.3 ‘Special’ or ‘Specific’?
There are two ways of interpreting the abbreviation ESP -  as ‘English for Special’ 
and ‘English for Specific Purposes’. The S in ESP used to stand for ‘Special’ for 
quite some time, in fact from the very emergence of ESP as part of General English 
until the late 1970s. Then ‘special’ was displaced by ‘specific’. As Widdowson 
(1990: 246) sees it, “the rationale behind this is that ‘special’ implies restricted 
languages, while English for Specific Purposes focuses attention on the purposes of 
the learner, which are specific... These determine the selection of skills needed 
(reading, listening, writing, talking) and the communicative or rhetorical functions 
involved (description, report, exposition, argumentation and instruction), as well as 
the vocabulary and grammar necessary for this.”
The two terms are still concurrently used in literature when talking about ESP. The 
difference is not just superficial, even though it may seem so to an untrained and 
uninvolved ear. Very often the term ‘special’ is misinterpreted and misused. There 
are a number of theoreticians who devote their attention to defining clearly their 
exact meaning and the differences between them.
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The role of English according to Mackay and Mountford (1978: 4) is a twofold one:
a/ a medium for science, business, law, etc., instruction;
b/ an auxiliary, support role, when English is studied as an additional language.
This accounts for the difference in learner motivation. In situations in which English 
is the medium and knowledge of it determines, let’s say the “success or failure in 
science” (Mackay and Mountford (1978: 7)), motivation is particularly strong. 
However, when ESP is separately studied as a subject on the curriculum, the 
motivation in the learners is not so strong as they do not see the practical application 
of the knowledge and skills they are acquiring.
English for ‘Special’ Purposes implies a special aim. It in turn determines the 
concrete area in which English is to be used, as well as the skills and the functions 
most often required and used. “But it need not imply a special language.” (Mackay 
and Mountford, 1978: 7). They go on to insist that there is a need to distinguish 
between ‘special language’ and specialised aim. Their major argument is that a 
‘special language’ is understood as “a restricted repertoire of words and expressions 
selected from the whole language because that restricted repertoire covers every 
requirement within a well-defined context, task or vocation” (Mackay and 
Mountford, 1978: 5). But, rightly enough, such restricted repertoires cannot be 
looked at as separate languages and knowing one of them does not allow the speaker 
to survive linguistically in new situations or different vocational contexts. That is we 
cannot consider them as separate entities because they share all the general 
grammatical, phonological, and other features of the overall entity called General 
English. In such cases, “what we have is the same language employed for similar and 
different uses employing similar and different usages.” (Mackay and Mountford,
70
Chapter III
1978: 5). They insist that “the emphasis of the word ‘special’ in English for Special 
Purposes should be firmly placed upon the purpose of the learner for learning the 
language, not on the language he is learning.”
They also suggest that ‘language use’ is the aspect of language on the basis of which 
we are to distinguish between ‘language variations’, or, as they are often referred to, 
‘special Englishes’. Rather than starting out the ESP teaching process with a 
selection of subject-specific texts, we should focus on the homogeneity of the groups 
of learners, the specific circumstances in which the foreign language is likely to be 
used, and a system of the ‘language usages’ through which ‘language use’ is 
accomplished. Thus we can guarantee that the learners will master the appropriate 
language and develop the necessary communicative skills to function linguistically 
effectively in their area, not, as it is often wrongly presumed, as specialists in that 
subject-specific area (Mackay and Mountford, 1978: 6).
Robinson (1980a: 5) states that the word ‘special’ “suggests special languages, i.e. 
restricted languages, which for many people is only a small part of ESP, whereas 
English for Specific Purposes focuses attention on the purpose of the learner and 
refers to the whole range of language resources.” Widdowson (1990) is of the same 
opinion.
‘Specific’ is indeed a better word than ‘special’ as it does not put off people by 
making the whole business of studying ESP seem exclusive and excluding, meant for 
‘special’ people, and meaning a special type of English distanced and estranged from 
what is referred to as General English. Apart from dispersing this ‘on-the-surface’
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misinterpretation, the ‘specific’ in ESP helps us get to the core of the essence of ESP. 
Once it is understood these are not ‘other’ English languages, we can get down to 
determining what they have in common with and how they differ from General English. 
To begin with, any ESP variation shares the complete grammar of General English, the 
same phonological and morphological system, as well as the same word formation 
patterns. This is to say that there is no such thing as ‘other Englishes’. There are specific 
uses to which English is put, in specific situations, with specific purposes in mind, by 
professionals with specific field orientations. The purposes for which any ESP is used are 
utilitarian in that they are related to successfully performing tasks at work, or in an 
academic surrounding while studying, where the language plays a supplementary role.
Robinson (1980a: 6) defines the “general with which we are contrasting the specific o f 
ESP” as that of “general, education-for-life, culture and literature orientated language 
course, in which language itself is the subject matter and the purpose of the course. The 
student of ESP is learning English en route to the acquisition of some quite different 
body of knowledge or set of skills.”
The differences between the various types of ESP are differences in degree, not in kind. 
Even though English for Electronics does not seem to have much in common with 
English for Medicine or Agriculture, a deeper insight into the specificities of these, and 
many others for that matter, will come to prove that they share characteristics which 
differentiate them as a whole from General English. The differences in principle can be 
summed up as follows.
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• Different specific frequency of occurrence of certain syntactic, grammatical, 
morphological and word formation structures and processes.
• Subject specific terminology depending on the field of application of English.
• A selection of vocabulary limited by the field.
• Internationalised terminology.
e Non-linguistic tools employed to facilitate the understanding of linguistic expression:
graphs, tables, charts, diagrammes, figures, etc.
3.4.4 Differences between ESP and EGP (English for General Purposes)
Table 3
ESP EGP
Needs analysis Goal-oriented understanding o f needs. 
Needs o f learners, employers, and 
sponsors taken into account.
General language needs
Range Clearly outlined boundaries of specific fields with target situations in the centre 
of attention.
Broad and general areas o f language use, 
English and American culture, habits and 
customs.
Reason English as a means o f achieving 
occupational, professional and academic 
goals.
English as an end in itself, a subject on 
the curriculum.
Time Limited and/or clearly specified. Time constraints. Intensive courses.
Open-ended. Extensive courses.
Purposes Acquiring skills and strategies for successfully accomplishing specific 
communicative tasks within a certain 
field.
Getting to know the whole o f the English 
language and acquiring skills and 
strategies to use it in an indefinite number 
o f situations for achieving an indefinite 
number of communicative tasks.
Syllabus As close as possible to the learners’ 
subject-specific reality. Achievable 
within a set and limited period of time. 
Focus on fluency rather than accuracy. 
Less-rigidly fixed. On-line changes made 
in accordance with learners’ needs, wants 
and preferences, and with current 
changes in the field.
Bound by administrative considerations. 
Tailored to match the requirements of 
large and usually mixed ability and 
interest groups o f learners. Focus on 
accuracy and then on fluency. Changes 
very rarely undertaken. Individual needs, 
wants and preferences o f  learners very 
rarely taken into account.
Objectives Finely fixed within the context o f the learners’ specific needs. Specified after 
the needs analysis and altered on-line if  
necessary. A limit is set by the amount of 
time that the learners have at their 
disposal.
Learning aims defined in terms o f the 
specific purposes to which the language 
will be put.
Broad and not rigorously defined. No 
limit is set on the ultimate objectives of 
the course.
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ESP EGP
Methodology • Negotiable techniques.
• From teacher to learner and from 
learner to teacher.
• Job experience widely used.
• Problem solving.
• Non-classroom patterns o f language 
learning.
• Individualisation.
•  Autonomy.
• Learner-centred techniques.
•  From teacher to learner.
• Role-play.
• Classroom learning.
• Appropriate behaviour.
• Rules o f  interaction.
•  Teacher and/or institut! on 
preferences, therefore, no leamer- 
centredness.
Learners • Adults, after secondary education 
level.
•  Greater heterogeneity.
• Possess professional and subject 
expertise.
• Awareness o f needs and purposes.
•  Stronger motivation.
• Independent learning styles. Prefer 
to stick to their own ways of 
studying.
• More critical and demanding in 
their desire to learn the language.
• More autonomous.
• Need regular feedback on how they 
progress but also prepared to assess 
themselves.
• Acquire specific language and study 
skills to serve them not so much in 
the classroom but in their 
occupational, professional and 
academic careers.
• Conscious o f the use to which they 
will put the language.
• Mostly primary, secondary and 
some post-secondary education 
level.
•  More homogeneous.
•  None or very little expertise.
• Felt (not defined) needs.
• Weaker motivation.
• Dependent on the teacher, because 
do not possess their own learning 
strategies.
• Less autonomous.
• Rely on teacher’s assessment.
• Acquire general, non-specified 
language and study skills to serve 
them in the language classroom and 
the world in general.
Teachers • ESP practitioners are not just 
teachers, but also syllabus and 
materials designers.
• Negotiators o f methods and 
techniques, o f materials and tasks.
• They monitor the learning process.
•  They identify the language 
problems and collect data for 
remedial work
• They are a resource for queries
• They check, observe and diagnose 
individual problem areas, and 
prescribe feedback sessions.
• Have to adapt quickly to change.
• Can influence syllabus and 
materials.
• Majority o f ESP practitioners have 
not been trained as such, therefore 
they have to develop knowledge of 
subject matter beyond their 
previous experience.
• Do not need to interfere with the 
syllabus and teaching materials.
• Well-established job-requirements.
• Well-established training.
• Teachers o f the subj ect matter.
3.4.5 ESP taxonomies
There are several taxonomies (analysis and classifications) of the types of ESP that exist 
suggested by different theoreticians. Even though they do not differ
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considerably, several of them will be given due attention in order to arrive at a more 
general and easy to follow working classification.
“The name ‘English for Special Purposes (ESP)... is generally used in circumstances in 
which the command of English being imparted relates to a specific job, or subject, or 
purpose” (Strevens, 1977: 89). Strevens goes on to say that the very existence of such 
courses already breaks the long tradition of considering English as part of a general 
education. A step further away from tradition are the courses in relation to science and 
technology which contradict the assumption that English is part of the humanities and is 
usually associated with the study of literature. It is not too strong a claim to make that the 
very emergence of ESP has become in itself a ‘revolution’, which has greatly influenced 
the teaching of General English, although it began its independent existence and 
development in opposition.
Widdowson (1990: 244-245) defines two main criteria for classifying what he calls 
‘Special Englishes’: field  and purpose. The field  criteria are easy to follow, as it boils down 
to shared vocabulary. Yet, things are not so easy when it comes to finer divisions. If all 
those divisions are paid attention to, we can end up with hundreds of field specific 
Englishes. This will hardly influence the teaching and learning methodologies as the 
differences are not in principle but in degree and nuance. The purpose criteria disregard 
discipline differences and centre upon the major purposes for which the study of a type of 
ESP is undertaken. On the basis of these criteria Widdowson distinguishes between EOP 
(English for Occupational Purposes) and EAP (English for Academic Purposes). Within the 
latter he places EST. This is not very convincing as the fairly long existence of EST has
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proved that those learning it need it for occupational purposes even more often than 
for academic study purposes.
Widdowson calls the field and purpose functional tenor and lists other criteria as 
well: style, which he calls personal tenor, and medium or mode. The style employed 
by the user of English will depend on the sender -  receiver relationship. The medium 
or mode is concerned with the written or spoken usage of the language. The 
suggested criteria are a useful paradigm for looking at a particular type of ESP but it 
is quite difficult and complicated if we want to incorporate all the types of ESP in a 
systematic classification, bearing in mind all the suggested criteria.
There are many types of ESP and many acronyms are used to designate them. 
Strevens (1977) offers an all-embracing classification, in which every particular ESP 
course can be incorporated, no matter how different it is from any other. This is a 
useful terminological matrix.
ESP:
I---------------------------- -^-----------------------------------*
occupational academic
simultaneous post
experience
pre­
experience
school
subject
discipline-based
in-study |
(in-sessional) independent
pre-study
(pre-sessional) integrated
Figure 1 (Strevens, 1977)
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This diagram serves as a paradigm of all the ESP courses irrespective of the subject- 
specific area in which a course operates.
The following ‘family tree' has been suggested by Robinson (1991: 3).
—Pre-experience 
-EOP-------- —Simultaneous/In-service
ESP
—Post-experience
-TsEP/EAP—
—For study in a-
specific discipline
—Pre-study 
-In-study
— As a school subject
—Post-study
—Independent 
—Integrated
Figure 2 The ESP ‘family tree '
Both classifications offer almost the same divisions and subdivisions. A major distinction 
is that between EOP and EAP. EOP is meant for specified groups of learners whose aim 
is to perform successfully in their jobs doing work-related tasks. EAP is meant for 
learners who are in the process of studying or will be studying and need to be able to 
perform academic tasks and activities using English as a means.
A further distinction within EOP is based on the time when the ESP course is undertaken 
by the learner: before he gets a job, while he is being trained for a job, or when he is 
already practising a job. There is the same time-based distinction within EAP. The branch 
of EAP which is a school subject on the curriculum will not be
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separately discussed here, not because its existence is questionable, but because it is 
much less frequently met and often verges on general rather than specific English.
ESP courses for learners, who do not have a job yet, but are being trained for one, 
fall into the category of either pre-experience or simultaneous courses. Such learners 
do not have any job experience and their language needs are foreseen, rather than 
felt.
Kennedy and Bolitho (1984: 4-5) look at the different terms for the number of ESP 
types and provide a clear-cut working division which can easily be attributed to the 
variety of teaching situations. ESP is subdivided into branches depending on the type 
of needs it meets and the purposes the foreign language training aims at. The two 
main divisions are English for Occupational Purposes (EOP) and English for 
Academic Purposes (EAP). These are the broad distinctions within ESP. There are 
much finer distinctions, which provide a more precise basis for defining the course 
content of an ESP course.
Even though there is a clear-cut distinction between English for Academic Purposes 
(EAP) and English for Occupational Purposes (EOP), there is a good deal of overlap 
between them too. A learner of English, who is studying to become and engineer, and 
a practising technician in the same field share a lot of the same technical vocabulary, 
need to have developed an ear for the same spoken intercourse that takes place in 
professional situations, possess the same ‘core’ English, which enables them to 
employ English for the same functions that they aim to perform. Yet, the language 
that an engineer makes use of is in most cases more sophisticated, closer to the
78
Chapter III
language of scientific than practical application. The written and spoken discourse of 
the language of an engineer and a technician possess different characteristics, just 
like the native language discourse employed by the same people.
English for Occupational Purposes (EOP) is the kind of English taught to learners 
who need to use the language as part of their work or profession. People who would 
choose to do an EOP course would be people who either have a job or are qualifying 
for one and would need the language to do their job. There are, of course, differences 
in such courses and they are due to the different time the language course is being 
taken - prior to the course of professional study, alongside with the course itself, or 
after the training course.
English for Academic Purposes (EAP) is taught to students who need or will need 
to use the foreign language to cope with their studies. The foreign language is for 
them a means of achieving educational purposes.
English for Science and Technology (EST)
Many theoreticians of ESP pay special attention to this major subdivision of ESP on 
the grounds that it has been “the most prestigious development in ESP” (Robinson, 
1980: 8). The introductory chapter of this thesis offers an overview of the reasons 
why this is so.
EST can fall under the specification EAP and/or EOP, depending on the immediate 
purposes for which the learners need to know English. EST refers to the subject 
matter, just like English for Business, English for Medicine, and English for
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Economics. The differences between them are based on differences in content, topics, 
themes and specific communicative skills needed by the respective learners. There 
are, of course, many finer differences within the broader term EST. The EST that an 
electronics engineer needs is considerably different from that needed by a mechanical 
engineer. Yet, they share a lot of things in common, and rightly fall under the blanket 
term EST.
According to Trimble (1985: 5) EST “covers that area of written English that extends 
from the ‘peer’ writing of scientists and technically oriented professionals to the 
writing aimed at skilled technicians. In between are ... several of the types of 
instructional discourse that can be thought of as intermediate between the two 
extremes.” This definition limits the scope of EST to the written type of English, thus 
excluding spoken English employed by the same people, in the same area, for the 
same purposes. Scientists and technicians nowadays surely communicate with their 
peers using channels other than the written one. Besides there have always existed 
areas of use which depend totally on the listening and speaking of English. 
International air traffic controllers, telephone operators, pilots, ships’ crews and 
Internet providers cannot do their job properly if their speaking and listening skills 
are poorly developed. This means that learners of EST need to get practice in and 
develop the speaking and listening skill as well as the reading and writing ones.
Trimble (1985) offers the following chart as a way of distinguishing among the 
different discourse types of EST.
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SPECTRUM OF TYPES OF DICOURSE
Learning texts
---------------------------------   Basic Technician
Advanced Intermediate Elementary instruction writing
Figure 3
3.4.6 Common problems of ESP or How specific ESP courses should be 
It is quite common for learners of ESP to be familiar with the language of their specific 
subject, as well as with a large portion of its content. The language teachers then face a 
problem, which is more psychological than external. They feel they are not up to the 
expected standard, taking as a model their learners’ ability to produce competently 
scientific discourse in their mother tongue. Teachers are acutely conscious of not being 
specialists in the learners’ subject area. Almost all ESP teachers, with a few lucky 
exceptions, have been trained and qualified in the tradition of the humanities and have 
either none, or very limited knowledge and experience in the sciences. It is erroneously 
believed that the ESP teacher should teach the subject-specific content. This is not, in 
most cases, his/her task. What is important is the specific rhetorical, discoursal and 
communicative features of scientific English. Specific scientific terminology is the 
easiest to learn (and very often easily guessable because of its international character) 
once the other specific aspects of the particular ESP discourse have been acquired.
Related to this problem is the question “How specific should ESP courses be?” The 
answer forces itself upon the initiated reader. ESP courses cannot and should not, except, 
perhaps in very rare and limited cases, be too specific. This comforting
Peer—  
writing
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conclusion comes to push aside the fears and qualms of practising teachers. But it is not 
suggested for the convenience of teachers. It is rather a sensible provision for the most 
outstanding needs of the learners which are associated with developing the right language 
skills for coping with specific tasks and activities, acquiring the appropriate inventory of 
functions, notions and communicative competences for functioning effectively in their 
subject area. It is other teachers’ responsibilities to expand their knowledge of specialist < 
subjects. This does not mean to say that the materials used for classroom exploitation 
should be stripped of specialist content. They only have to be of more popular character 
and to be aimed at teaching the language rather than the subject. Robinson (1991b: 4) 
suggests
“that an ESP course need not include specialist language and content.
What is more important are the activities that students engage in. These 
may be specialist and appropriate even when non-specialist language 
and content are involved. We should be guided by what the needs 
analysis suggests and what we are institutionally capable of, and cases 
certainly exist where apparently general language and content are best”.
The present researcher is also a practising teacher, whose teaching experience has 
revealed that in higher education even when the specific strands are well outlined it is 
impossible to provide all the learners with all the vocabulary that they are likely to use 
when they get a job. The varieties within a particular strand of science and technology are 
many. This fact immediately comes to support the opinion of those who are in favour of a 
less subject-specific ESP. In fact, vocabulary is the easiest to develop. What is important 
to focus on are other aspects of English that are common for all professional and 
occupational, as well as academic purposes. They concern grammar, pronunciation, and a 
variety of reading, writing, speaking and listening skills and sub-skills. University 
students cannot know exactly what their future job
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will require them to be able to do with the language. Besides, nowadays the processes in 
all spheres of society are so dynamic that a specialist in one field may suddenly be 
expected or required to cope with matters different from the ones for which s/he was 
initially trained and qualified. This is why a slightly more general language preparation, 
training and practice can allow for more flexibility and greater adaptability.
3.4.7 Conclusion
The important conclusions that emerge from this chapter and help channel the rest of the 
thesis relate to the following issues.
• The origins of ESP lie in satisfying learners’ needs. ESP is not a method, not even a
new approach but rather a new understanding of and an emphasis on the immediate
needs of groups of learners for a clearly utilitarian purpose. Therefore, in 
learning/teaching ESP we can make use of various methods and approaches bearing 
in mind the specificities of each particular ESP course.
• ESP courses should not aim at teaching the content of a specific subject.
• Development of appropriate ESP skills, task completion and transfer of information
should be the focus in a successful ESP course.
Taking into consideration the above conclusions, as well as the rest of the chapter, the 
obvious aim of an ESP syllabus and materials designer should be to provide such a finely 
focused, and yet varied ‘diet’ for his/her learners that is in line with their needs, wants, 
expectations and learning preferences. S/he should not lose sight of the expected practical 
outcomes and the actual implementation of learners’ skills and knowledge in real 
academic or working conditions. This chapter gives a brief outline of the major 
developments in the approaches to ELT and considers their interrelatedness
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and interdependence. It focuses on the ESP programmes and taxonomies, as well as on 
the similarities and differences between ESP and EGP courses. The issue of what is 
“special” and/or “specific” about ESP is also dealt with.
The chapter suggests that highly specialised language and context need not be employed 
in the ET courses. As the researcher envisages the Bulgarian context, namely the context 
of the EBTC with its learners of EST, the conclusion that the specific needs of the local 
situation need to be identified and looked into is drawn. This calls for a needs analysis o f 
the consumers of EST learning/teaching -  students at colleges and universities on the one 
hand, and prospective employers of graduates (SMEs) on the other, in order to design 
feasible learning materials and syllabus for training. These are paid special attention to in 
Chapters VIIA and VIIB respectively.
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CHAPTER IV 
MATERIALS DESIGN
4.1 Introduction
The main objective of the present study is to suggest an effective approach to 
learning/teaching EST in the Bulgarian context which will bring about better results 
than the traditional approaches. Therefore, the important issues, which need to be 
addressed as the major ‘building blocks’ of language acquisition, are materials, 
syllabus and methodology. Since the role of English in the EBTC curriculum is 
specified externally, and the syllabus and teaching/learning materials are the 
responsibility of the EST teacher, this area is crucial. To begin with, materials are 
viewed partially in a theoretical perspective in order to place them in a wider context 
and see how they relate to the various achievements in the field. They are more 
thoroughly examined in the context of EST as it is the main focus of the thesis. This 
chapter highlights various aspects of the concept ‘teaching/learning’ materials. It 
looks into the criteria for selecting and grading EST materials. The major principles 
highlighted here have been adopted and demonstrated in Chapter VIII Proposed 
Syllabus and Sample Units.
Since EST is a branch of ESP and the main thrust of the present study, for the 
purposes of focusing specifically on this area, in the following chapters, even when 
matters relate to ESP in general, ESP will be referred to as EST.
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4.2 Nature of materials
The language classroom seems to be dominated by the materials. They are the most 
obvious element of learning and teaching. Even the uninitiated eye will identify the 
coursebooks, audio and videotapes, pictures, posters and handouts as materials. 
Syllabus and methodology take longer to be pinpointed. This being so, materials are 
usually at the forefront of what happens in the classroom and are wide open to 
judgements by learners and course evaluators.
As Strevens (1980: 14) has pointed out “materials refer to textbooks, readers, 
workbooks, flashcards, recordings, games, songs, reference books -  all the vast range 
of pedagogical tools that teachers and learners make use of - together with the 
equipment and aids that may be necessary in order to present particular materials.” It 
is perhaps a little imprecise to put equipment and technical aids together with 
learning/teaching materials. Machines and aids, which make possible the varied 
access to various materials, are the media/channels through which learners perceive 
written or spoken language.
Good materials are a valuable starting point for effective learning. Commercial 
materials have many advantages over tailor-made materials. But they can be 
restrictive in the sense that they can hinder the teacher’s creativity and innovation, as 
well as that of the learners. As Nunan (1988b: 99) puts it, “a range of materials which 
can be exploited in a variety of ways is more useful than a comprehensive package”.
As with syllabus design, there is no received dogma with materials design in EST. 
Since there is a great shortage of usable, appropriate and up-to-date materials in
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almost all spheres of Specific Purposes Language Teaching (SP-LT), with the exception, 
perhaps, of Business English, the only alternative left for the practitioners responsible for 
administering and carrying out EST courses is to be creative. Creativity is closely linked 
to the realities of needs, availability, accessibility and time limitations. The roles of the 
EST teachers are very demanding since they cannot find “ready-made, straightforward 
answers to the problems that they will meet. Rather, they need to distil and synthesise, 
from the range of options available, those which best suit the particular circumstances. To 
do so requires an open mind, curiosity, and a degree of scepticism. All ESP teachers are 
in effect pioneers who are helping to shape the world of ESP.” (Hutchinson and Waters, 
1987: 160). Strevens (1980: 119) declares that “ESP requires superior teachers” capable, 
among other things, of “methodological innovation”.
Published materials are usually meant to appeal to a large market. As such they do not 
and cannot be appropriate for all local learning situations and for all particular specific 
purposes ELT. This is why even though they have many potential ‘virtues’, such as 
predictability, coherence, good layout, etc., they are often not adopted by teachers 
responsible for, especially, EST courses.
The selection of materials in the majority of cases comes after the syllabus has been 
designed, i.e. after the ‘what’ (notions), ‘why’ (functions) and ‘how’ (structures) have 
been outlined. It is the researcher’s belief that it is quite pertinent to start the other way 
round -  to start with the materials. This is not to say that the syllabus and materials 
designer does not and should not already have it in his/her head what language is to be 
learned, how and why. But a syllabus should not be like a straitjacket impeding the
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choice of authentic materials that are really interesting and appropriate to the learners. 
Our approach to choosing materials for classroom exploitation should be guided by the 
extent to which they lend themselves to such methodological treatment that allows for the 
practice of the necessary specific language functions and the respective structures, as well 
as the development of specific language skills. The frequency of occurrence of particular 
language elements can be yet another criteria for selection. But even if an element 
appears only once, this does not automatically mean that a particular text is to be 
disregarded. It is much more important that a language item appears in a natural 
discourse. And if it is comprehensible enough and interesting enough to the learners, it 
can be of sufficient value to them. This is to say that quantity does not always presuppose 
quality.
The learning/teaching materials should be harmonious with the type of proto-syllabus. 
They should lend themselves to exploitation and implementation in line with all the 
aspects of the syllabus. With EST courses one requirement is for the materials to be from 
the thematic domain of the target learners. Topically irrelevant materials lead to 
disinterest and, consequently, to a failure to achieve the learning objectives. In fields such 
as electronics, computing and programming, where innovations become obsolete 
overnight, having had a very short life, it is nonsensical to stick to the same materials for 
very long, unless we want to focus on the history of the above. All this makes it very 
challenging and at the same time demanding for all of us involved in materials design 
matters.
We deceive ourselves as materials designers that we can predict with a high degree o f 
certainty, even with the most homogeneous group of learners, the most appropriate
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materials for each individual learner. Bell and Gower (1998: 117), when debating the 
advantages and disadvantages of published materials, rightly question whether we “can 
provide enough material to meet most of the needs most of the time” in our attempt to 
provide tailor-made materials for our learners. This is to remind us of the great challenge 
that materials design involves but it should not discourage us from undertaking it. We 
should attempt to do so for the majority of our students despite an awareness “that all 
learners, all teachers and all teaching situations are uniquely different” (Maley, 1998: 
279). The more closely we work with the learners themselves, the more likely it is to 
come up with the most suitable options.
4.3 Differences between EST and EGP learning/teaching materials
• Topically EST materials differ greatly since they centre on topics not of general 
interest but of subject-specific or subject-related interest.
• The criteria of their selection and the organisation of the learning tasks and activities 
are functional, notional and communicative, in line with the immediate academic 
and/or vocational demands.
• The sequencing of materials allows for the development of those skills that are o f 
paramount importance for the learners.
• They should help learners to learn not the whole of language but only those aspects o f 
it which they will need most urgently.
• Characteristic features of such materials are that they are authentic and up-to-date. 
Anything other than the latest in areas such as electronics, computers and computing, 
and management creates dissatisfaction and causes a decrease in the degree of 
motivation among learners.
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• They should be chosen, selected and even developed for use in the classroom 
with the active participation of the learners themselves.
• Topically they strongly relate to the specific subjects studied by the learners as 
part of their major degree courses.
• They should be authentic since purpose-made learning materials are inappropriate 
for adult learners who look for and value credibility. '
(See Robinson (1980: 34-36); Strevens (1980: 119, 122-123); Kennedy and Bolitho 
(1984))
4.4 Authentic texts and the communicative approach
‘Authenticity’ is a concept of key importance in any communicative language 
teaching. This is so because this approach to language teaching looks at language as a 
medium of communication. Therefore, it is vital to ensure a strong element of 
continuity between classroom activities and what actually goes on in the target 
language community. It is of paramount importance to create in the classroom the 
necessary conditions for actual communication through the target language.
As Little, Devitt and Singleton (1994: 45) put it any course of learning comprises 
four compulsory factors: a learner, a goal, content and a process. The main concern 
of a communicative approach should be to adhere to the principle of authenticity in 
regard to them all. To them, as well as to many other linguists, “an authentic text is a 
text that was created to fulfil some social purpose in the language community in 
which it was produced.” Thus, such materials can be media programmes, newspaper 
and magazine articles, advertisements, TV and radio commercials, user’s manuals, 
textbooks in specific subjects for native speakers of the language, recorded
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spontaneous speech in a variety of situations and circumstances. They have high 
credibility with the language learners as real stretches of communicated information. 
They are more real and natural and sometimes offer better opportunities for 
understanding and remembering language elements because of the high degree of 
redundancy. Natural communication usually abounds in repetitions, rephrasing and 
confirmations, i.e. it is rich in natural redundancy, and thus allows those listening or 
reading to grasp the content and comprehend the messages of the reader and speaker 
respectively. “Ideally materials at all levels should provide frequent exposure to 
authentic input which is rich and varied” (Tomlinson, 1998: 13). But the mere 
selection of an authentic text does not guarantee that it will be ‘authentically’ 
exploited, i.e. put to ‘authentic’ use. Therefore, all these considerations are relative. 
When we are communicating in our native language we do not use the same 
language with all people or in all situations. We speak ‘differently’ at home, at work, 
with little children or with our superiors, that is to say we adapt our language 
according to requirements. This is an argument in favour of a less extreme attitude to 
authenticity in learning, say English for Electronics, and any ESP learning for that 
matter. Materials for use for the purposes of learning English should not only be 
authentic in the above sense, but also appropriate for the level of linguistic 
achievement of the learners, i.e. relevant and accessible (See Little, Devitt and 
Singleton, 1994: 46).
The well-selected authentic materials, appropriate for particular learners, have a 
number of advantages. They are better able to hold the attention of the learners since 
they have been written for the purposes of communicating something in a real-life 
situation and, therefore, are not as stilted and artificial as the invented materials. As
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their main concern is content, and not so much form, learners are exposed to spontaneous 
language use and are not constrained by specifically chosen language forms for the 
expression of particular language functions. Thus, they are motivated to get to the meaning 
that is conveyed by particular structures. Learners get a richer context from which to select, 
comprehend and internalise language. Their chances of encountering sufficient foreign 
language samples with the same or similar meaning, expressed by the same or different 
forms are greater. Learning will take place more easily and naturally and will increase the 
learners’ confidence. Usually, an attempt to simplify authentic materials in order to help 
learners, "only succeeds in diminishing the learners” (Tomlinson, 1998: 9). Adult learners 
of EST get demotivated because they easily become aware that matter has been simplified 
for them and that it greatly differs from real-life language use.
EST groups of learners are inevitably of the mixed type, both in terms of their language 
level and also in terms of the preferred styles of learning and attitude towards matters such 
as learner involvement, teacher’s roles, etc. Trimble (1985: 7) declares that “we seldom 
find a truly homogeneous group -  either in language or in technical subject matter -  in any 
given class.” Taking this into consideration, learning materials should be designed in such 
a way as to allow for a variety of interpretations and treatment at various proficiency 
levels.
The issue of the difficulty of authentic materials has often been the reason for not resorting 
to them. But this is not a very convincing argument. In the case of learning English for 
Electronics, for example, there can be found materials linguistically appropriate for all 
levels of language competence. It should also be borne in mind
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that coping successfully with an authentic text or a recorded conversation does not mean
being able to translate and understand each and every word. The principle of authenticity,
which concerns not only materials but, among other things, learning process and goals,
presupposes the authentic exploitation of the authentic materials. When reading a
newspaper article in our mother tongue, we hardly ever try to read it all, word by word
and to remember it all. At times we look for particular information, at others we try to get
the gist of what we have read or listened to. It means it is unrealistic to strive for
complete comprehension. The challenge that authentic materials pose for the learners
lies in them being unpredictable.
“It is often assumed that authentic texts are more difficult for language 
learners to cope with than invented texts. If coping is a matter of word- 
for-word translation, this may well be the case. But the comprehension 
on which effective language acquisition depends is not a matter of 
word-for-word translation — the child learning its first language cannot, 
after all, use translation as an aid to learning. It is our contention that if 
they are properly handled, authentic texts promote acquisition because 
they challenge learners to activate relevant knowledge of the world, of 
discourse and of the language system, and thus construct the conditions 
for further learning.
... authentic texts should be used authentically: that their exploitation in 
the classroom should be shaped by a general awareness that they were 
written for a particular communicative purpose.” (Little, Devitt and 
Singleton, 1994: 47)
4.5 Selection criteria
These depend on the type of approach adopted by the materials designer. The principles 
can be grammatical, situational, functional-notional, lexical, task-based, or skills-based 
ones. An eclectic approach to the selection and gradation of teaching/learning materials 
allows for a more varied learning diet and ensures a multiple experience with the foreign 
language for the learners. The essential use of language is for communication. Therefore, 
learners who are provided with materials
93
Chapter IV
enabling them to practice and be creative in everything from vocabulary to task 
completion and skills implementation are in a position to become independent users 
of the foreign language. Since topicality is of paramount importance for learners of 
English for Electronics, it should be the leading principle, coming before any of the 
other considerations. We cannot expect a future specialist in electronics, who has a 
limited time to spend learning English, to be willing to .work with a text on genetic 
engineering, forestry or growing vegetables. Relevance, topical as well as linguistic, 
should be observed thoroughly. Among other researchers, Tomlinson (1998: 7) 
states that materials should “achieve impact” through “appealing content (e.g. topics 
of interest to the target learners; topics which offer the possibility of learning 
something new...)”, as well as through “novelty”, “variety”, and “attractive 
presentation”.
It is quite pertinent to involve adult learners of EST in the selection of learning 
materials. If asked to choose materials from their specialist field, learners tend to pay 
the most attention to content. They obviously and rightly think this should be the 
major consideration when deciding what is appropriate and worth studying. 
“Choosing the ‘best’ task, from a learner’s point of view, is very likely to relate to 
the content of tasks. Interest, relevance, or helpfulness of content seem to be very 
important to learners in making the learning process meaningful and manageable” 
(Breen, 1989: 198). The present researcher’s experience in producing learner-centred 
materials has lead to the same finding, discussed in the article Producing Student- 
Centred Materials for Teaching/Learning ESP (Popova, 1997). The article reveals an 
approach very similar to the one suggested by Breen for the “discovery of learner 
criteria for appropriate content”. Breen points out three alternatives which boil down
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to asking learners to find and bring into the classroom target language data from 
various sources and create a bank of data. They can then discuss it and decide which 
is familiar or not, easy or difficult, problematic or not. The teacher can also be 
involved in this by providing him/herself examples of target language data which are 
to be discussed by the learners in terms of the above features. The positive outcome 
of this will be the identification of familiar and unfamiliar content, linguistically 
problematic aspects, and their eventual treatment, as well as the use of familiar 
content “as the starting point for tackling the unfamiliar” (Breen, 1989: 199).
As Hutchinson and Waters (1987: 107) put it, “Good materials do not teach: they 
encourage learners to learn. Good materials will, therefore, contain:
- interesting texts;
- enjoyable activities which engage the learners’ thinking capacities;
- opportunities for learners to use their existing knowledge and skills;
- content which both learner and teacher can cope with.”
Nunan (1988b: 99) points out that materials should be “suggestive rather than 
definitive, acting as a model for teachers to develop their own variations”. The 
present researcher’s attitude to the issue of materials design coincides with the above 
view and is reflected in the approach to materials design demonstrated in Chapter 
VIII, which contain suggestions for the exploitation of concrete materials, applicable 
to other materials too. Since the important issue is how to assist learners to do in 
class what they will be called upon to do in their job or during an academic course 
outside the EST classroom, the focus should be not just on the authentic nature of the 
materials but also on the authenticity of classroom activities.
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In line with the above statements, as well as the reviewed literature, and taking into 
consideration the specific nature of EST learning/teaching, the researcher believes that 
materials should be selected in view of them being:
• Topically interesting
• Contextually appropriate
• Authentic
• Up-to-date
• Rich in pictorial illustrations - pictures, tables, graphs, diagrams
• Mutually complementary
• Popularised scientific text
• Comprehensible enough and at the same time challenging
• Currently available and accessible
• Varied and allowing for variations
4.6 Grading and Sequencing
Grading applies to several aspects of language materials - content (semantic and 
grammatical), tasks and activities, and goals to be achieved. It is certainly true that 
language materials should be ordered. In my opinion, randomly used materials seldom 
lead to good learning results. Grading is necessary because:
• The whole body of the selected foreign language cannot be presented at once;
There is inherent sequencing in foreign and mother tongue languages. A baby learning 
English as a mother tongue is not encouraged to repeat and respond to, let’s say, complex 
conditional sentences. The simplest and the most easy to acquire language elements are 
introduced intentionally to him/her. Of course he/she is not excluded from the influence 
of the rest of the language but is certainly not expected to internalise it at this early stage. 
Similarly learners of EFL should be faced with language graded according to various 
criteria.
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Yet, the question of whether or not language courses should be graded is a 
controversial one. Krashen (1981, 1982) is for a non-graded or ‘natural’ approach. 
He claims that materials should not be graded because if the classroom input is 
interesting and relevant, it automatically means that it will be at the right level of 
difficulty for the particular learners. However, this is rather an extreme view if all 
types of language courses are concerned. With EST courses, mostly aimed at adult 
learners with some prior knowledge of the basics of general English, it is quite 
appropriate to adopt a more lenient attitude towards grading. It can be applied when 
deciding in which types of discourse to engage learners successively.
Motivation is a decisive prerequisite for successful EST learning. It is to be taken on
board by all materials designers and especially by those engaged in the EST area. It
should not be taken for granted that all learners, whose success or failure in the
technical subjects or jobs depend on their language competence and skills, will be
highly motivated to do a specialised language course. As it often happens, they can
be put off by dull and meaningless texts, tasks and activities. As Hutchinson and
Waters (1987: 61) point out,
“the learners’ motivation in the target situation will not necessarily 
carry over to the ESP classroom. They may well have to read very 
dull texts in their work or studies, but they probably have some 
strong motivation to do so. This does not imply that they will 
accept or learn from dull texts in ESP. It may be more appropriate 
to look for texts that are more interesting or humorous in order to 
generate the motivation needed to learn English.”
This is indeed where the challenge for the EST materials designers lies. Since
learner motivation is a crucial factor for language achievements, it is worth investing
efforts in developing and sustaining it. EST learners at the EBTC have a rather
limited access to language outside the courses. It is, therefore, essential for their
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progress to become interested in what is being done in the language classroom. One 
way to achieve this is by ensuring that they are involved in dealing with interesting 
topics and tasks. Interest to topics can be sustained by employing the three task types 
suggested by Prabhu (1987):
1. “Information-gap activity”, which involves a transfer of information from person 
to person, from one form to another, or from one place to another.
2. “Reasoning-gap activity”, which is about deriving new information by means of 
inference, reasoning, deduction.
3. “Opinion-gap activity”, which is about expressing personal preference, attitude, 
or feeling.
Outside the context of learning a foreign language, both in our everyday 
communication with others and in our jobs or studies, we enter into such 
relationships with other people and/or media which allow us to either fill in the 
‘gaps’ in the knowledge and skills that we have or do so for other people. 
Consequently, this is a most natural way of approaching the task of EST learning. It 
makes the learning process resemble real-life situations and occurrences where one 
expands and enriches their knowledge of events, processes and results, cause and 
effect links, controversies, inventions and discoveries and all that is part and parcel of 
human experience.
4.7 Grading Content
Grading is “the arrangement of syllabus content from easy to difficult” (Nunan, 
1988: 158g). One alternative to dealing with the problem of grading is to have no 
grading at all. Advocates of this view (e.g. Krashen, 1981, 1982) claim that when
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learning their mother tongue children are not exposed to carefully sequenced and 
graded content. “Put a child in a normal social environment where it will be in 
continuous contact with other speakers of a language and it will acquire that 
language, unless there is a pathological condition present to prevent it” (Doughty, 
1972: 107). This is indeed true, but the factors and activities that facilitate the 
learning of a mother tongue are very different from those under which a foreign 
language is learned in a classroom situation. As (Widdowson, 1990:151) puts it, “we 
cannot avoid the responsibility of specifying and ordering content in advance in a 
syllabus”. Grading is necessary because it creates a sense of stability by making 
progress from A to B and then C foreseeable and, perhaps, more easily attainable for 
that matter. A strictly compartmentalised, step by step learning of English is possible 
if a structural syllabus is adopted. The course content, which is derived from 
linguistic structures, is thought to lend itself easily to sequencing from the easiest to 
the most difficult. This has proved to be rather a false view since very often 
superficially simple language structures appear to be difficult to internalise, e.g. the 
3rd person singular ‘s’ for Present Simple Tense. The researcher’s substantial 
experience with ELT has shown that Bulgarians tend to Team’ the paradigm very 
easily but then they tend to omit the ‘s’ when speaking and writing.
With an eclectic syllabus, eclecticism in the approach to grading is inevitable. It is 
the researcher’s belief that it is almost impossible to come up with criteria 
appropriate for all its building components -  topics, tasks, structures, skills and 
communicative activities. To a great extent intuition comes into play. Since with 
EST learning topicality should be considered first and foremost, grading has to start
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from the topics. There are topics, which from a subject specific point of view, are 
easier than others.
A convenient way of looking at syllabuses, in view of grading the content, is that 
suggested by Wilkins. He distinguishes between synthetic and analytic syllabuses. 
He says that “a synthetic language teaching strategy is one in which the different 
parts of language are taught separately and step by step so that acquisition is a 
process of gradual accumulation of parts until the whole structure of language has 
been built up” (1976: 2). The present research does not accept a synthetic syllabus as 
appropriate for EST learning and teaching because to break down language into 
discrete units will mean not to meet the needs of the learners who do not expect to 
learn the ‘whole’ language but a sufficient amount to let them function in their 
specific field. More appropriate, therefore, under the present circumstances seem to 
be the analytic syllabuses, which, according to Wilkins, “are organised in terms of 
the purposes for which people are learning language and the kinds of language 
performance that are necessary to meet those purposes” (Wilkins, 1976: 13). It 
certainly makes more sense to provide learners with extracts of language discourse 
which may comprise structures of different degree of difficulty. Employing an 
analytic syllabus will mean giving priority to the communicative purposes for which 
a foreign language is studied.
Learners of EST, as has been mentioned elsewhere, are particularly interested in 
topically relevant authentic and up-to-date materials. An analytic syllabus, therefore, 
appears to be more in line with EST learners’ expectations. Such a syllabus 
presupposes exposure to language that has not been carefully graded in the traditional
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sense of the word. Nevertheless, such a syllabus can yield some possibilities for 
grading which will help reduce the learners’ frustration of being faced with language 
which is meant for purposes other than learning/teaching the foreign language itself.
An amalgam of criteria can be adopted for grading the authentic chunks of language 
chosen for their topical interest to the learners. Some of .these criteria can work only 
to a certain extent and in this sense successful grading is relative.
• Degree of learners’ familiarity with the topic 
e Type of discourse
• Degree of difficulty of crucial structural elements
e Degree to which a text lends itself to task exploitation
• Importance and relevance of skills that can be developed using a given text
• Importance and relevance of functions that can be developed using a given 
text
Judgement about what is easier or more difficult is usually in the hands of the 
teacher and is arrived at intuitively. “Intuitions are only useful if they are informed 
by recent and relevant classroom experience and by knowledge of the findings and 
of recent second language acquisition research” (Tomlinson, 1998: 6). Therefore, 
intuitions are not to be totally relied upon especially by inexperienced teachers. If 
learners are involved in the process of selecting and grading materials, this can be 
done more objectively and realistically. Selection of materials with learner 
participation is in effect an example of a more humanistic approach in education. 
“Humanistic is based on the belief that learners should have a say in what they 
should be learning and how they should be learning i t ...” (Nunan, 1988a: 20).
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The content syllabus, which is a type of analytic syllabus, derives the content “from 
some fairly well-defined subject area” (Nunan, 1988a: 48). In the case of the present 
researcher’s students, it is the domain of electronics. The subject area provides the 
logic and coherence, otherwise provided by well-graded grammatical structures in a 
synthetic syllabus.
Experiential content, which is the basis of an analytical syllabus, is more demanding 
than linguistic content. Undeniably, it is more real and allows for the development of 
communicative competence. But adult learners of EST living in a non-English 
speaking country also need to develop linguistic competence, which is an important 
element of the communicative competence. This calls for some structural grading of 
the content to ensure the acquisition of the crucial core linguistic elements which can 
function as the skeleton of communicative competence. As Dubin and Olshtain 
(1986: 38) claim it may be appropriate to combine “in an eclectic manner” a number 
of different approaches in a course of study. They point out that a 
structural/situational syllabus is suitable at the beginning, especially with learners in 
a foreign language setting, “while a purely communicative approach might be more 
applicable in the natural setting”. It can be concluded that grammatical criteria can 
also be used when selecting and grading content in a content-based syllabus.
4.8 Grading and sequencing for intermediate EST learners
If, having done needs analysis, the materials designer is in a position to decide, what 
kind of materials learners might be interested in, s/he can proceed in two ways. 
Firstly, s/he can have the full set of materials prior to the language course and stick to
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them until the course is over. Secondly, s/he can have the main body of materials and 
complement them as the course is progressing with more appropriate and up-to-date 
materials. In a field such as electronics changes are quick, unexpected and unpredictable. 
Students get to know about them when they are still evolving. As soon as new computer 
software is introduced the use of information concerning the previous one becomes out of 
place, even if only for the purposes of developing language skills, expanding vocabulary 
or practising language functions. Electronics students lose interest because they rightly 
think they are offered irrelevant information and their motivation fades. This is why it is 
pertinent and sensible to constantly keep an eye out for new materials and be flexible 
enough to replace and supplement an already existing, neatly organised and tested set o f 
materials. The second option is more in line with the tendency to provide EST learners 
with what they need most and thus to sustain interest and boost motivation. This is o f 
course a more difficult route for the teacher/materials designer unless s/he has developed 
in advance a general approach to the treatment of authentic materials for classroom 
exploitation. Chapter VIII, Proposed Syllabus and Sample Units, is meant to help the 
situation by providing the rationale for a particular syllabus for Electronics students, as 
well as suggestions for its organisation and implementation. This chapter also explores 
two sample units Security Shop-Tag and Queue Jumper, (based on original texts from the 
Education page of The Guardian) in view of the ways in which teachers can exploit them 
in the classroom for the purposes of developing specific EST skills in the learners.
The gradation and sequencing of authentic materials is a more difficult process than that 
of materials produced for the purposes of illustrating and exemplifying certain
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grammatical structures or functions of language. Authentic materials are those 
derived from sources written for the purpose of communicating facts and ideas and 
not for language instruction. Therefore, the degree of occurrence of those elements in 
which we are interested at a particular moment may not necessarily be high enough. 
Yet, we can sacrifice quantity for quality. In such materials there are elements and 
features other than the ones we aim at, which make their comprehension and 
acquisition easier and more natural than in an engineered piece of material. We 
should not reject texts just because they only include a few specific grammar points.
The sequencing of materials in an eclectic approach cannot correspond to a strictly 
outlined scheme for developing sets of language functions or skills, or illustrating 
and practicing sets of grammatical forms. Attempts should be made to present a 
balanced picture of language. This is not to say that everything should be studied and 
developed at the same time. It is impossible. Not all materials contain all the things 
we want our students to learn. Some lend themselves to certain exploitation and yield 
certain tasks and activities, others offer different opportunities.
The input provided during a class session should not be much bigger than the 
expected output. That is, we should not try to do everything and anything with a 
single text because once the material is exhausted the element of novelty dies away 
and with it the interest and motivation of learners. The same language form or sub­
skill can be focused on and developed in a different way in different texts. This 
ensures reinforcement and the building up of a body of experience with the language 
units guaranteeing effective use of the language in uncontrolled out-of-the-classroom 
situations.
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In order not to exhaust the element of novelty too quickly when using an authentic 
text, we can introduce and subject to language treatment parts of the same text. The 
important thing is to keep the logic of the material intact while doing so. Learners 
need not be provided with the whole piece of material and steps can be thought of so 
as to sustain the element of ‘suspense’ throughout the period of working with the 
same material. The principle of creating and making use of information gaps should 
be observed if we wish the classroom situation to be as communicative as possible. 
Adult EST learners will have an incentive to participate more in tasks and activities 
in which they will be bridging the information gaps in their own knowledge of the 
language and of their subject-specific area of study. When the subject treated in the 
classroom is familiar to the learners from their former experience, we need to find 
other mechanisms to get them involved. Our task as instructors of English is to equip 
learners with the ways and means of saying what they want to say in the foreign 
language. Because, “normal students .... know what they want to say more often than 
they know how to say it” (Swan, 1990: 84). Swan goes on to claim that it is essential 
to expose learners to “appropriate samples of language” and give them “relevant and 
motivating activities to help them learn”.
The teacher can get them to provide information in their mother tongue as a 
background to the language lesson. Thus learners feel they have something to 
contribute to the lesson and feel their former learning is of use. The classroom 
becomes a market of ideas where experience and ideas are actively exchanged.
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4.9 Published EST teaching/learning materials
The following comments on the characteristics of conventional published coursebook 
materials are not meant to be comprehensive. The aim is to point out only some of the 
features which make them differ from real-life technical English use and, consequently, 
make them inappropriate to the real needs of students.
The sample unit that is looked at is taken from Glendinning’s (1990) coursebook English 
in Electrical Engineering and Electronics. The main text from Unit 1, Conductors, 
Insulators and Semiconductors, and some of the exercises, as well as the corresponding 
part of the Contents page are included in Appendix 3.
A brief look at the Contents page shows that the main focus is on functions and, perhaps, 
on skills. There are rubrics such as “Rephrasing”, “Contextual reference”, “Checking facts 
and ideas”, “Describing shapes”, “Reporting an experiment”, “Diagramme labelling”, etc. 
There is also a focus on grammatical structures and patterns -  relative clauses, reason and 
result connectives, etc., and on cohesive devices -  pronoun links between sentences, 
paragraph building, etc. It is declared in the Editors’ Preface that “the exercises have been 
designed to take this (problem-solving) into consideration”. At first sight there is plenty to 
recommend this coursebook. But when one actually starts using the materials with 
Electronics students, it becomes apparent how inappropriate most of them are. Topically 
most of the texts are of little or no interest to adult learners of EST. The researcher once 
used some of the units with her students for lack of better materials when she first started 
teaching EST. If we take as an example the first Unit, Conductors, Insulators and 
Semiconductors, it must be said that there is nothing in it to raise the interest of the
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learners, apart from the technical terms. (Some of the other units focus on circuit 
elements, the DC motor, the cathode ray tube, and semiconductor diodes.) The 
subject matter is familiar to them from their secondary school subjects. Besides, the 
way the text is constructed shows that it was written for the purpose of teaching 
English to technical students, i.e. it is not authentic. There is no new information that 
can motivate the learners to learn and develop appropriate skills. The exercises are 
also traditional in that they practise substitution, filling in blanks with words that are 
provided, linking pairs of sentences, ticking true or false sentences, etc. Learners are 
not expected to go beyond carefully guided practice and cannot develop the skill of 
using independently the acquired grammatical patterns and model cohesive devices. 
The summarising practice is also well-structured -  the beginning of the sentences to 
be included in the summary are provided. There is an advantage in this to begin with, 
as it provides the learners with the confidence that they are doing the things 
correctly. However, the next important step, that to independent production and life­
like communication, is never made. The same organisational pattern is kept 
throughout all the units and thus learners can never get beyond the practised 
structures and functions to become independent users of the language models.
The above comments are not meant to deny totally some of the positive aspects of 
the coursebook. They are rather intended to pinpoint the disadvantages of too much 
reliance on purpose-written texts, which in a field such as Electronics become history 
very soon, and on carefully guided and structured exercises, as well as the lack of 
flexibility and variation in unit structure and task exploitation. Learning EST with 
the help of such materials is too much teacher and instruction-oriented, whilst
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learners themselves are expected to do the exercises passively and are not involved in 
meaningful communication among themselves.
4.10 Conclusion
Experience has demonstrated time and time again that materials are only as good as the 
teachers and the learners who use them. It has been claimed in this chapter that the 
techniques of exploiting learning materials can make the most of materials, which may 
not necessarily be perfect. Learners’ positive thinking and dedication to learning EST can 
greatly facilitate the achievement of learning goals. It very much depends on how they 
feel about the materials they are offered or on whether they are actively involved in 
choosing and even designing them. Their motivation is enhanced by materials 
stimulating their interest, challenging them to find out more about interesting facts and 
phenomena, and posing surmountable difficulties along the way to comprehension and 
language acquisition.
Illuminating evidence of what some learners of EST think about the sample unit, Security 
Shop Tag, is provided in Chapter VII Research. Chapter VIII, Proposed Syllabus and 
Sample Units, suggests ways of using its potential for learning structures and vocabulary, 
and for developing specific EST language skills in a meaningful way. The expectations 
of the researcher have been met to a great extent. What was initially meant to catch 
learners’ interest, challenge them, and make learning both fun and a worthwhile 
experience, did so.
108
Chapter IV
In view of what has been discussed and if we are to propose a new set of EST 
learning/teaching materials we need to meet the criteria from the 3 checklists 
suggested earlier in this chapter. They are summarised as follows:
EST MATERIALS
Authentic, up-to-date, topically 
relevant
Currently available and 
accessible
Interesting, curiosity-raising 
and stimulating, therefore 
motivating
Not-highly specialised (EST 
courses are not meant to teach 
special subjects)
Appropriate for the 
development of specific 
language functions, notions 
and skills
However, before presenting the materials, we need to examine the issues involved in 
syllabus design. They merit serious attention because, even though their analysis 
takes up a considerable amount of the ELT theoretical writings, each individual EST 
learning situation calls for precision and taking into consideration specific priorities. 
The choice of materials, the overall scheme of how to use them to design learning 
tasks and activities, and the identification of the appropriate skills that the EST 
learners need to develop are the essential prerequisites for syllabus design.
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CHAPTER V 
SYLLABUS DESIGN
5.1 Introduction
This chapter attempts to provide a guide to some of the basic whats, whys and hows of 
syllabus design for learning/teaching ESP. Despite the relatively long-standing interest in 
and practice of syllabus design, there are yet issues and tenets relating to the most 
pertinent implementation of theoretical aspects under specific local conditions, which 
deserve attention. Alongside the current changes in educational priorities and job 
realities, the understanding of what a syllabus should be and how it should be put into 
practice is changing too. Special attention will be paid to the following issues, which 
have been the concern of many ELT specialists:
• Defining syllabus;
• Theoretical prerequisites for syllabus design;
• Need for flexibility;
• Role of learners in syllabus design;
• Equipping learners w ith‘coping strategies’;
• The syllabus -  methodology dichotomy;
• Eclecticism in syllabus design:
These will be approached via a discussion of the specific aspects of ESP (EST) learning 
and teaching and the ever increasing demands of communities and society in general for 
engineers and technicians capable of life-long learning facilitated by the knowledge of
110
Chapter V
English and specific language skills. The central issues that must be confronted when 
setting about to produce a tailor-made EST syllabus are numerous. There are some 
issues, which pertain to any syllabus, some, which are typically associated with EST, 
and yet others which are dictated by the particular educational, financial, social and 
organisational situation. To set the scene again, it should be pointed out that the ultimate 
aim of this chapter is to suggest how an efficient EST syllabus for Electronics students 
in the Bulgarian context could be designed. It is a syllabus which should accelerate the 
learners’ learning and skills development and meet the expectations of prospective 
employers who look for practical outcomes from EST learning.
Traditional approaches to syllabus design in EST have considered as important only the 
grammatical structures and patterns and the vocabulary that the learners should 
internalise. There are almost as many syllabus types as there are approaches to language 
learning. There are, for example, functional, notional, skills-based, structural, and even 
lexical syllabuses. Most syllabuses do not fit one type in any rigid form, nor should they 
do so. Even though some were intended as ‘pure’ types, when actually taken up and 
implemented by practitioners in the classroom they become ‘mixed type’.
Designing an EST syllabus today is all about meeting challenges and taking advantages 
of opportunities, often with limited resources. A syllabus is in fact the strategy for a 
successful action. It can be a helpful strategy if it facilitates the undertaking of various 
tactics (learning/teaching methods and techniques) in the name of attaining the vision 
(aims and objectives of learning). It is often seen as a restraining factor if it is dogmatic
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and narrowly prescriptive. If it is a well thought out one, it helps use time more 
efficiently, plan individual actions more effectively, set immediate objectives more 
easily and manage the learning/teaching process better.
Before one starts to design a syllabus, one needs initial orientation in several directions:
> purposes for learning the foreign language;
> respective needs of learners;
> role they will play while using the target language and respective:
- functions,
- notions,
- language skills
- vocabulary;
> required grammatical aspects of target language;
> learners’ linguistic background;
> access to learning/teaching materials;
> expected outcomes of the language course;
> time available;
> teacher’s scientific/technical knowledge;
> possibility of team-teaching.
Learners of English for Electronics at the EBTC, although in some respects (language 
ability, subject matter knowledge and interests) very different from one another, all 
belong to the same strand -  Electronics. This is the uniting principle and the starting 
point for investigating into the existing differences and similarities. The findings of this 
investigation will serve as stepping stones to let a syllabus designer, get across the 
vastness of what could be taught and learned, and avoid the pitfalls of trying to do too 
many things at the expense of quality.
When designing an EST syllabus it has to be borne in mind that even though EST is only 
one branch of ESP it is so diverse that it is impossible to imagine that a single syllabus
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could be appropriate for all science students. Each particular case calls for variations, 
different priorities and special focuses. This is why a proposal for a syllabus and any 
conceived concrete priorities should be considered simply as a framework. The 
suggested format is not a matrix or a rule which must be observed by any means and in 
all circumstances. It is an attempt to meet real needs of real learners in a particular 
context of a university course with a view of the learners’ prospective studies or jobs. It 
is “devised around notional-functional-communicative categories whose 
exemplifications create the language content of the course, rather than around an a priori 
vocabulary list and inventories of graded structures” (Strevens, 1978: 198). It also 
evolves around tasks and activities that learners are likely to be required to carry out 
using English as part of their academic pursuits or professional/vocational duties. The 
best syllabus for EST learners in general will be one, which observes a balance between 
focus on form, meaning and effective skills development.
5.2 Theoretical prerequisites for syllabus design. Defining syllabus
There exist a number of definitions of syllabus. Some differentiate it from curriculum by 
pointing out that the former is the action plan of each particular course, while the latter is 
the overall body of syllabuses for all the subjects taught within a school. Americans tend 
to use syllabus and curriculum interchangeably. It is convenient to keep these as separate 
terms for two discrete notions, and syllabus should be looked at as a set of language 
extracts, selected in view of the learners’ purposes for learning the language. These 
extracts should allow for the development in the learners of those skills, which they are 
likely to be called upon to use when communicating in the target language. A syllabus
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can also incorporate a set or a list of the grammatical structures, notions or functions, 
which can be focused upon in the particular language course.
To Prabhu (1987: 89) the syllabus as an “illuminative construct” “is concerned with the 
product of learning: it is a specification of what is to be learnt, in terms of a conceptual 
model which aims to provide an understanding of the nature of the subject area 
concerned.” He contrasts such content syllabuses with the syllabus as an “operational 
construct”, which is a form of support and guidance for both the classroom activities and 
the construction of appropriate teaching materials. It concerns not what is taught or 
learnt, but what is to be done in the classroom and thus helps the flow of experience 
from one teacher to another.
To Crombie (1985: 9) a syllabus is “a list or inventory of items or units with which 
learners are to be familiarised”. They are unlikely to be faced directly with the syllabus 
as such. It is the materials used to implement the syllabus that they get familiar with.
Strevens (1980b: 13) sees syllabus as “the reasoned, principled statement of aims and 
objectives, of content, of sequence, of suggested methodology, of intensity and duration 
for a given course and for a given set of learners”.
Nunan (1988a: 5) summarises the various approaches to syllabus as a broad and a 
narrow one. The narrow approach, he says, distinguishes precisely between syllabus
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design and methodology, whereas the broad approach questions the strict separation of 
these.
Each syllabus as such, no matter how ‘avant garde’ it is, or what advantages it has over 
other syllabuses, is in a way a limited and limiting framework. English, as a foreign 
language phenomenon, and the courses set for learning it comprise a vast number of 
varied and variable components participating in complex relationships. The successful 
acquisition of English could not be achieved through blindly following and complying 
with the rules that a particular syllabus presupposes. Efficient language learning is not a 
fluent and unhampered progression from A to B and then to C, or from one structure, 
function or skill to the next structure, function or skill. Michael Swan (1990:88) is of the 
same opinion. He suggests that instead of taking meaning or form as a single starting 
point, we should view language from two directions at once. Firstly, in view of what 
words and structures learners need to express a particular meaning (What a semantic 
syllabus presupposes.). Secondly, in view of what meanings we need to teach for a 
particular word or structure (What a formal syllabus presupposes.). This is a very 
significant comment since it in a way reconciles the two ‘warring’ approaches to foreign 
language learning/teaching and syllabus design -  the structuralist and the semantic. 
Once these are ‘at peace’, it is easier to interweave in a syllabus tolerant to them 
considerations of skills development, task-based approaches, and communicative 
methodologies.
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A language syllabus specifies the work to be done during a given language course. There 
is a specification of time too, stating the duration of a course. A syllabus also prescribes 
some kind of sequencing related to the specific aims of learning. It can only outline what 
is to be learned, but it does not provide the organisational or methodological framework 
that can be employed by a particular teacher in a particular situation and setting. It is a 
written support for the activities in the classroom, as well as for the design of 
appropriate learning/teaching materials. Different types of syllabuses provide different 
guidance in the form of lists of structures, tasks, functions, notions, situations, sets of 
vocabulary, or communicative activities.
Depending on what takes precedence, the traditionally adopted syllabuses have been 
divided into structural and semantic. They are the result of two different approaches to 
syllabus design -  the synthetic and the analytic one respectively. (See Yalden, J, 1987: 
18-34). Until the early 1970s language course design was dominated by the synthetic 
approach, which broke down the language system into small items that could be easily 
internalised and thus form the basis of units of learning and coursebook units. It relies on 
staging and sequencing of the linguistic units, which are arrived at prior to the 
learning/teaching process. The linguistic components have been selected to be in line 
with the learners’ goals, analysed and then certain structures and accompanying lists of 
words sequenced. The synthetic approach produces a grammatical or structural syllabus. 
Learners are expected to learn the individual units and by synthesising their knowledge 
of the linguistic units and vocabulary to arrive at the target language and become able to 
use it. This approach has a number of shortcomings, but the most crucial, perhaps, is that
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“Meaning has been taught, of course, but it has been primarily the meaning of words and 
sentences as isolates, and not their meaning within stretches of discourse.” (Yalden, J. 
1987: 27). It tends to artificially separate the process of learning from the learner’s 
objectives and goals. It also indicates the belief that language consists of discrete units, 
which can be used for communication only after they have been mastered.
The synthetic paradigm has now been displaced by the analytic paradigm. The latter is 
employed by a number of approaches to learning foreign languages, e.g. communicative, 
functional-notional, task-based, etc. Course content in them is organised around units 
such as communicative functions, topics, situations or communicative tasks. The learner 
is presented not with discrete units of grammar, but with a ‘body’ of communication 
from which one has to ‘analyse’ the patterns and the sub-system of the target language in 
order to then synthesize them into their own communicative ‘data’ and get to understand 
the way language functions. The obvious inference is that within such a paradigm the 
learner with his/her individual learning process is at the centre of language learning, 
syllabus and materials design.
The analytic approach results in the production of a semantic syllabus. Unlike the 
structural syllabus, the semantic syllabus is aimed at communicative competence in the 
target language, rather than linguistic competence. Examples of the semantic type o f 
syllabuses are the situational, notional, and functional syllabuses.
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There are several major steps in the analytic approach to language syllabus design. 
Firstly, the syllabus designer needs to consider who the learners are or will be, their age, 
mother tongue, time they can spend learning, learning environment, learning 
preferences, educational background, future progress -  educational, professional. 
Secondly, the learning targets need to be specified in tune with the learners’ needs and 
expectations. Thirdly, the learning targets need to be translated into behavioural 
objectives, or the functions and tasks that a successful learner needs to be able to 
perform at the end of a course, the notions and meanings he needs to handle, as well as 
the language skills he has to have developed for the purposes of free communication. 
Fourthly, it is convenient to develop an inventory of the grammatical and lexical items 
that a learner needs to become competent in (learn what they mean and how they are 
used), in order to be able to perform the communicative tasks he is called upon to 
perform. It goes without saying that there cannot be any successful communication 
between speakers of the same language if they do not share the same grammatical and 
lexical system.
Based on the above considerations, there is yet another aspect that needs to be taken into 
account when designing a syllabus for learners of EST. For people for whom English is 
not a major subject and an end in itself but just a means, it is very important to define 
such learning targets that will ensure an effective if limited communicative repertoire.
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5.3 Possible Components of a Syllabus
In teaching EST a number of syllabus types have had their place, depending on the 
period in the development of linguistics, the concrete conditions, the favoured dogmas. 
But each syllabus in its ‘pure’ form lacks something that is the domain of the other 
syllabuses. Therefore, learners only get either training in the grammatical forms and the 
one-to-one relation between form and meaning, or get to know a finite number of 
notions, functions and situational language sets. It takes a long time to become 
independent users of the language.
A large number of functional/notional typologies have appeared in the last 20 years. 
They display a great diversity. It has been stressed by Nunan (1988a: 86), who presents 
parts of typology lists from van Ek (1975), Wilkins (1976), Finocchiaro (1983) and 
Clark (1987). They illustrate the attempt of the authors to “incorporate all of the possible 
uses to which language can be put.” However, there are more differences than 
similarities, probably due to the difficulty to set up precise criteria for looking at 
language functions. There are, perhaps, as many functions as there are people using the 
language and situations in which language is used. This is why any attempt at creating a 
finite and all-embracing list of language functions will be futile. The best that could be 
achieved is a list of the most often occurring major, in our mind, language functions.
According to Wilkins there are three meaning components which should be taken into 
consideration when designing a syllabus. They are presented in the table that follows.
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Table 4
The Semantic: basic concents 
what to communicate
Notions: time, space, cause-effect relations, etc.
The Functional: Interactional aspect 
why we communicate
Functions: giving instructions, defining, 
comparing, contrasting, etc.
The Formal: ‘erammaticaV knowledge 
how we communicate
Structure: passive (is made of), conditional (If we 
place X in Y, it will melt.), etc.
(After Wilkins: 1970)
In fact Wilkins’s view of syllabus design results in an eclectic type of syllabus (even 
though he did not use the term eclecticism) -  one, which comprises elements of three 
different types of syllabuses. It can be said to be advantageous as all the major 
constituent parts of language can be involved in learning and teaching. Such a syllabus 
means that the language learned in the classroom is more likely to resemble the target 
language by being approached as a living body with a form (the ‘how’), conceptual 
semantics (the ‘what’) and functional semantics (the ‘why’). This is especially relevant 
in EST where students who learn the foreign language for concrete purposes to meet 
their immediate needs demand quick and tangible outcomes. Complete mastery of the 
language is not their objective. They usually have limited time and want to focus on that 
‘part’ of the foreign language, which will assist them in their jobs or in pursuing an 
academic route. In order to function adequately in the target language they need a fully 
developed ‘part’ of the language, i.e. one which is lacking in none of the three aspects of 
language mentioned in the table above. A syllabus for EST learners whose identified 
goals can be defined in terms of specific discourse should focus not so much on 
knowledge of the language but on language use. This is not to say that only the ‘what’ 
and ‘why’ of the syllabus components are important, but rather that they are more 
important than the ‘how’.
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Appropriate methodology employed by a skillful teacher can provide the ways and 
means of reconciling these three, so that the results of the implementation of a syllabus 
are rewarding for the learners. Consequently, an ‘eclectic’ syllabus can provide for most 
of the needs of the learners and compensate for the lacks in other types of syllabuses. 
This is a positive way of offering the most to the majority of learners in a particular 
learning situation. It is also a way of catering for the multiple applications of the target 
language and ensuring that the criterion of appropriateness in syllabus design is met.
However, in EST traditionally the favoured type of syllabus has been the structural one. 
Sets of grammatical structures are introduced, practised and produced within the subject 
specific area of the group of learners. The learning of ESP is understood as an 
accumulation of grammatical structures practised and produced employing subject 
specific language. Learners involved in this type of learning/teaching situation seldom 
get beyond the ‘knowledge’ of sets of structures and lists of words. They get certain 
competence mostly in translating from English into their mother tongue. The language 
skills that can turn them into confident users of the language are not developed within a 
course based on the structural approach.
In recent years attempts have been made at including in the construction of syllabuses 
considerations of “socially appropriate and communicative use of language” alongside 
“linguistic structure and general usage” (Yalden, 1987: 85). While it is relatively easy 
with General English courses, considerable difficulties are met with EST courses. This is
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principally due to scientific conventions and the framework of such courses which are 
determined by time available, age of learners, availability of learning materials and 
properly trained teachers.
In order to be as ‘communicative’ as possible some syllabus designers disregard the
issue of structure and form almost completely, trying to provide as much meaning as
possible. It is debatable that the majority of meaning potential of English can be learned
without adequate attention to the respective form/s that materialise that meaning. The
teaching of semantics cannot be expected to replace the teaching of grammar.
“...it is perverse not to focus on questions of form when this is desirable.
Some points of grammar are difficult to learn, and need to be studied in 
isolation before students can do interesting things with them. It is no use 
making meaning tidy if grammar then becomes so untidy that it cannot be 
leamt properly” (Swan, 1990: 88).
Swan declares he is for an eclectic syllabus. Such a view is shared by an increasing 
number of ELT theoreticians.
“Increasingly, syllabus designers seem to be adopting the view that the 
best syllabus will, in many cases, be one which is based on eclecticism; 
one which emerges from a combination of approaches rather than from a 
single approach” (Crombie, 1985: 10).
Another point needs to be made concerning the scope of the skills developed and
improved in the process of implementing the suggested units in the classroom. There are
a number of options to resort to if a syllabus designer focuses on skills development too,
alongside language structures and functions. Firstly, one can adopt Munby’s taxonomy
of language skills (Munby, 1978: 123-131). Detailed and precise as it may be, it is
extremely difficult to be employed for the purposes of establishing the framework of the
language skills in an EST course. Realistically viewed it creates quite a few
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inconveniences for educationalists who intend to implement it even in the most 
thoroughly developed general English language course. “What seems to be involved is 
the development of cognitive as well as language skills” (Robinson, 1991: 37). With 
learners of EST, who in the majority of cases are adults, it is not quite pertinent to invest 
time in developing most of the cognitive skills, as they already possess them. In order to 
make good use of Munby’s taxonomy we have to disregard these and only select the 
language skills proper. Yet, this leaves us with quite an extensive list, which is 
impractical in the case of almost any EST course. As it is commonly known, EST 
courses are usually time limited and are intended for specific fields and particular target 
learners. The logical conclusion, therefore, is that this taxonomy should not be strictly 
adhered to, but used as a source of information about how to define a skill, and what 
kinds of skills there are.
A flexible EST syllabus is one which does not prescribe, but signposts the road to the 
development of effective specific key skills (e.g. transferring information, organising 
data, accessing the Internet, reading diagrammes, tables and graphs, giving instructions, 
etc.) required here and now by real, not imaginary or prospective learners. This synoptic 
way of viewing a syllabus allows us to avoid a situation in which we ‘can’t see the wood 
for the trees’.
However, the results of learning and teaching do not depend solely on the type of 
syllabus that is employed in a particular course. If syllabus relates to a plan of action, 
methodology relates to delivery. We must remember that materials, the essential
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component of learning, are only as good as the teacher who uses them. And how s/he 
will use them depends on the employed methodology. If it is ill-considered, it can make 
the best syllabus invalid.
5.4 Methodology
To Strevens (1980b: 14) “methodology means the entire gamut of teaching techniques, 
instructional procedures, and ‘methods’ (with a small ‘m’). This is an area which is 
constantly expanding as teachers explore new and more effective ways of helping their 
learners to learn”. He also sees methodology as part of syllabus.
Methodology is to a greater or lesser extent external to the syllabus. Practice proves that 
even the most traditional structural syllabus can be implemented communicatively if 
communicative methods and techniques are employed for the classroom activities. The 
opposite can also be true. It is more a matter of a working and effective synthesis 
between syllabus and methodology that can lead to effective learning outcomes. The 
better the methodology, the longer the shelf-life of the language achievements of the 
learners is. The selection of teaching techniques when implementing a particular 
syllabus should be left in the hands of the teacher. Prescribing how to do things in the 
classroom will inevitably delimit the potential of each specific situation and hinder 
variety.
A number of factors can interfere with the successful implementation of a certain 
syllabus despite the appropriate methodology. They can be the presence or the lack of
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technical equipment, administrative regulations, financial constraints, teacher’s training 
and qualification, learners’ motivation, time and mode of learning and availability of 
appropriate materials.
The syllabus content can be set out prior to a language course to ensure a basis for both 
teachers and learners. But it will be ideal if it is a syllabus which allows for flexibility 
and experimentation in the process of its implementation. The model of syllabus design 
nowadays is dynamic rather than static, flexible, rather than rigid. Though every new 
syllabus tends to be more sophisticated and more promising than the already existing 
ones, it usually fails to achieve the ambitious goals it has set for itself if adhered to as an 
abstraction. Michael Swan’s sobering and very practical advice is to “try out the new 
techniques without giving up useful older methods simply because they have been 
‘proved wrong’” (1990: 98). The majority of ‘clean-form’ syllabuses are not the most 
effective way of helping learners to develop a language capacity. Sometimes behind the 
new labels one can discern older and rejected practices. Perhaps too radical an idea 
which is beginning to be more widely accepted is that there is no need for a fixed 
language syllabus, be it grammatical or functional. The learners should rather be given 
the chance to carry out tasks through the medium of the target language. These tasks 
should be interesting and challenging in order to motivate learners to fulfill them. 
Language learning will take place as new language elements necessary for the 
fulfillment of the task are encountered and internalised. (See Swarbrick, 1994).
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It has been acknowledged that language use is a skill rather than knowledge of words, 
structures and patterns. As with any other skill, the best way to develop the skill of 
foreign language use is by practising it. This calls for a communicative methodology 
since language’s main and only function is communication. However, there is still a 
need to outline the body of linguistic knowledge. It can incorporate ‘lists’ of structures, 
patterns, utterances, lexis, intonation and stress patterns which, activated by the language 
skill, are employed by the language user in order to achieve the concrete aims of a 
particular stretch of communication. Before a foreign language learner can focus on 
meaning, s/he should be equipped with at least a minimal knowledge of the form(s) 
through which this meaning is materialised. Striving for a ‘purely’ communicative 
foreign language teaching is an abstract impossible to achieve. When referring to a 
syllabus or a methodology as ‘communicative’ we have in mind priorities and main 
focuses rather than an overall character.
5.5 Placing the learner at the centre of learning
Traditionally in foreign language instruction, teachers tend to prepare learners to be,
forgetting that they are. Such an attitude to learners (particularly adult learners of EST),
depriving them of any initiative, is detrimental to the learning outcomes. It is useful to
always remember the ancient Chinese proverb:
I  hear and I  forget 
I  see and I  remember 
I  do and I  understand.
Participant-oriented methods are taking the lead primarily in learning/teaching EST. 
This tendency affects all other aspects of foreign language teaching -  syllabus and
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materials design, classroom pedagogy - management of tasks and activities, even 
evaluation and assessment.
The shift towards leamer-centredness in language syllabus design reflects the increased 
concern for the individual learner both in educational and curricular theory. (See Strevens 
(1980b), Kennedy and Bolitho (1984), Nunan (1988), Markee (1997).). Nowadays 
educationalists and linguists, as well as materials and syllabus designers are more than 
ever aware of the fact that each learner is not simply a part of the whole but a whole in 
him/herself. Learners are considered as an amalgam of experiences, interests, abilities, 
needs, wants, expectations, preferences and learning potential. It is obvious that all these 
individual characteristics can hardly be taken into consideration not only because they are 
too many, but also because they vary from learner to learner. What can be done after a 
flexible syllabus, for example, has been designed and appropriate materials developed, is 
to leave it to the professional teacher to adapt and adjust the abstractions of the course 
and materials designers to the individual learners as much as possible. But it has to be 
borne in mind that such a task is highly ambitious and almost unachievable, if 100% is 
the goal, in the context of class and group learning and teaching.
5.6 Role of teacher in a learner-centred approach
In his article about the roles of the teacher in the learner-centred classroom Tudor (1993) 
points out that the new roles ascribed to learners in the learning process presuppose new 
roles for the teachers too. Alongside the two main traditional teacher’s roles, which will
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continue to be performed in a learner-centred approach, that of ‘knower’ and ‘activity 
organiser’, s/he is also a facilitator of learning providing methodological help and 
managing the classroom; a provider of a varied and interesting ‘diet’ of input (target 
language texts in print, recorded on an audio or videotape) which will create the right 
conditions for natural acquisition processes; a promoter of interaction in the target 
language; a critical observer, who refrains from correcting every mistake of the 
learners. “His (the teacher’s) task is to monitor the efficiency of the skill techniques, to 
identify the language problems and to collect data for remedial work.” Even though s/he 
seems to be in the background, the teacher still provides "value for money" because s/he 
plays parts that are very important. He is a "resource" for queries, a "checker", an 
"observer", a "diagnostic" of individual problem areas, and a "prescriber” of remedial 
feedback sessions (Popova, 1997).
5.7 The proposed syllabus for learners of English for Electronics
After a careful consideration of the advantages and disadvantages of the various types of 
syllabuses, a syllabus was created by the author of the present study. It was tested with 
Electronics students at the EBTC. In the process of its actual implementation it was 
further amended to meet best the demands of the particular learning situation. This 
syllabus is presented and focused on in Chapter VIII.
It is a syllabus of the NFC type, i.e. Notional-Functional-Communicative type (See 
Strevens (1980: 116), Kennedy and Bolitho (1984: 2-3)) since adults learning English 
for occupational, professional and academic purposes need to be able to do concrete
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things with language usually after a limited period of instruction. The best way of 
generalising and at the same time specifying what they need to do is to look at language 
usage as a number of functions. This is not a generic simplification of language but a 
working simplification, a way of suggesting a framework within which it is possible to 
fragment language into manageable units, without disregarding its complexity and 
discontinuous character. With learners of EST it is certainly very important to be able to 
describe, define, question, analyse, report, transfer information from one form into 
another, summarise, expand, socialise properly with fellow-specialists. Never is the 
complexity of language to be neglected if the aim of learning/teaching it is to be 
achieved. Its major purpose, that to make communication possible, seems to be at odds 
with the notional-functional treatment. But the negative effects of such a treatment can 
be surmounted if the consideration of language as a set of notions and functions is 
understood and accepted only in relative terms, as a working prerequisite for breaking 
language down into manageable units. Claims that language should and can be learned 
and taught as a complex phenomenon, which it certainly is, without breaking it down 
into descrete units are too extreme. No foreign language learner in a non-English 
speaking environment can be expected to learn any language without being exposed to a 
limited and finite number of elements which s/he can internalise before going on with 
the next and finally gaining control over the language as a sophisticated system of true 
communication.
The focus in EST is not on subject specific vocabulary but rather on specific language 
skills for the accomplishment of specific tasks dictated and determined by the specific
129
Chapter V
strand(s) of human experience of the particular group of learners. The desire for 
effectiveness of the interaction through speech or writing is the leading factor in 
deciding what to learn and how to learn it.
Perhaps the best route to take (as mentioned in the previous chapter) when making 
decisions on what to teach is to start with the materials. The topics and the themes are 
really significant in motivating the learners and this is to be taken advantage of. It is 
useful to always remember the great importance which Hutchinson and Waters attribute 
to generating the ESP learners’ motivation by using “interesting or humorous texts” (See 
Chapter IV). Should we start with structures and functions, we might end up with the 
wrong learning materials in our attempts to find these structures and functions 
materialised in a context. Unfortunately, it is not easy to pin down at a glance those 
authentic materials, which will exemplify this or that function, notion or structure and 
help develop this or that language skill. For one thing, we need to know in advance what 
the learners are expected to do with the language. For another, we should be aware of 
their level of English. This having been said, however, we should also be clear about 
what their knowledge of the particular subject(s) is. The criteria for selecting 
learning/teaching materials are discussed in Chapter IV.
It has often been pointed out that it is difficult to predict the link between language 
structures and functions, i.e. there is no one-to-one relation between these. One function 
can be performed using more than one language structure and one structure can be used 
for different functions. Again the conception that the most frequently used is the one to
130
Chapter V
be learned comes into play. Therefore, the scope of the functions suggested in the 
syllabus in Chapter VIII is limited and based on the most pronounced needs of the EST 
learners.
As the approach to syllabus design undertaken in Chapter VIII is not purely skills-based, 
but rather an eclectic one, only a small number of the tenets proposed by Munby (1978) 
and outlined in Section 5.3 have been adopted. Yet, some of the fundamental principles 
are taken into consideration. One of them is “the basic theoretical hypothesis” that the 
learner uses particular skills and strategies “in order to produce or comprehend 
discourse” (Hutchinson & Waters, 1987: 69). This is to say that when development of 
skills is aimed at, added weight is given to competence. Performance is linked with what 
the learners can produce in the target language, and competence with how well able they 
are to do so. The latter depends on a system of skills and strategies for applying them 
efficiently in the reception and production of English discourse.
The very nature of a skill is such that a finite degree of achievement with it is highly 
hypothetical. There are different stages of development of a particular skill. Unlike 
knowledge about facts, figures and events, which can be aimed at within exact time 
limits, skills cannot be developed a 100% during a single ESP course. Just like the skill 
of riding a bicycle can become better and better, so can the skill of, say, extracting the 
gist of a text improve with more practice, experience and time. This is something we 
should ‘put up with’, i.e. we cannot expect at the end of an ESP course the learners to 
have mastered all the skills that have been aimed at in the syllabus. It is more realistic to
131
Chapter V
expect of them different degrees of competence in coping with English in specific target 
language situations and an awareness of the need to improve the skills they have started 
developing and to develop others. The aim of an ESP course, therefore, “is not to 
provide a specific corpus of linguistic knowledge but to make the learners into better 
processors of information” (Hutchinson & Waters, 1987: 70). The advantages of such an 
approach are many. One of them is that it fosters life-long learning, which is an 
objective of great current relevance at the threshold of the third millennium. Yet, it is a 
bit abstract and unconvincing to assume that skills can be developed without and outside 
a specified corpus of language knowledge, irrespective of the language structures and 
fimctions performed by means of the language.
The development of skills was initially and consciously the aim of ESP syllabuses, even 
though in the early stages these syllabuses focused exclusively or mainly on one of the 
four basic language skills -  reading, writing, listening and speaking. Since then 
interesting developments and positive results have been achieved with syllabuses, which 
aim at developing the constituents of the four basic language skills. These constituents 
are termed in different ways -  sub-skills, or micro-skills. One such micro-skill can 
belong to more than one of the four basic language skills. For example, understanding 
instructions can be a sub-skill of the reading skill or of the listening skill. This is just to 
illustrate how complex it is to devise a precise system of language skills for each 
concrete group of EST learners and for every target EST situation. The present research 
does not attempt to do so because perhaps too much precision in theorising is not, after 
all, very helpful to practice. There are many micro-skills, which develop alongside with
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other sub-skills, without being singled out and specifically focussed upon. The skills to 
be developed and/or improved in the suggested syllabus are selected on the basis of 
registered lacks and wants, as well as envisaged professional and academic needs of the 
learners at the EBTC whose specialism is electronics. They constitute a comprehensive 
range and will be devoted a different length of time. This depends on demonstrated 
learners’ competence and degree of difficulty with a clear understanding that practising 
them during the course is only a stage in their continued development outside the 
classroom and outside the scope of the particular EST course.
5.8 Skills needed by EBTC learners
The ordering of skills in a new syllabus (See Chapter VIII) has to be considered. 
However it can be suggested that it should not be prescriptive. In the actual application 
of a syllabus, alterations are necessary to suit the specific nature of a particular learning 
process. It is quite pertinent to do the skills in a different order since the immediate 
needs of the learners may require it in their technical subjects; or a piece of interesting 
material may be proposed by the learners or by the teacher, which lends itself to a focus 
on a different skill.
The inclusion of tasks in the syllabus proposed in Chapter VIII is significant in the sense 
that the basic need of EST students is to perform work or study tasks through the 
medium of English. Tasks are seen as elements of methodology. Robinson (1991: 39) 
talks about “method-based syllabuses” which are materialised through tasks. The good 
examples worldwide of task-based syllabuses, which appear to be successful, are usually
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in countries where English is used as a second language. In a non-English speaking 
country, such as Bulgaria, to adopt a purely task-based syllabus is not as effective. The 
successful and efficient accomplishment of tasks presupposes English speaking 
communities outside the EST classroom, as well as instruction in English in other 
subjects besides EST. The learners’ motivation to carry out tasks in English would be 
much stronger if they improved their achievements in other fields due to their progress 
with the EST tasks.
Thus it can be said that tasks in the Bulgarian context are appropriate only as elements 
of a syllabus embracing structures, functions and skills, i.e. as elements of an eclectic 
syllabus. They are important because they give learners the sense that they are doing 
meaningful things with English. Tasks are a feature of everyday life in all human 
domains and are, therefore, something tangible that can be achieved through the medium 
of English. Language tasks require the activation of already existing competences 
(skills) or the development of certain competences which are lacking in the learners. 
They also require an interplay of strategies which provide vital links between the 
learners’ skills for the successful task completion. This makes language tasks highly 
valuable in EST learning and teaching, because they offer an opportunity for the 
development of life-like communicative language skills in meaningful contexts. Tasks 
also require the activation of cognitive skills, intercultural, socio-cultural and everyday 
practical skills, but these are not the focus of EST methodology.
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EST for the students at the EBTC is not a second language, but still they have the 
motivation to improve their English through accomplishing tasks. In their technical 
subjects they are often referred to English sources of information -  textbooks, articles, 
information on the WWW. They have come to realise that the latest innovations in their 
field are reported, published and publicised in English. Some of their technical subject 
teachers refer them to texts, technical specifications, advertisements, and user’s manuals 
which are relevant to the studied issues. Students are assigned to do translations into 
Bulgarian, report back to their colleagues about interesting findings, summarise what 
they have set down to study, or include what they have come to know in projects in the 
technical subjects.
It can be suggested that EST tasks be devised by both learners and teachers depending 
on the level of learner involvement in decision making and materials design. Different 
tasks can be designed based on the same material. There is a great variety of tasks and 
the choice depends on the differences in circumstances, learners’ needs and wants, 
language and skills gaps. They can be ordered in many different ways with only perhaps 
one major requirement: they should be graded according to difficulty in order to promote 
successful learning.
Ideally all tasks should be exciting, challenging, and non-routine. But it is difficult to be 
innovative at all times. Besides, there are tasks, which are not very appealing to the 
learners but are pedagogically worth the time and trouble. They fit in the overall scheme 
of developing a set of skills while doing things with English. Therefore, they should be
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accepted as necessary. Some possibilities for task development are suggested in the 
proposed syllabus included in Chapter VIIL
5.9 Conclusion
This chapter has looked briefly at the theoretical prerequisites for syllabus design, the 
different types of syllabuses and the syllabus-methodology dichotomy. It also refers to 
the most appropriate approach to designing an EST syllabus based on the positive 
achievements in the field. A successful syllabus should be one which comprises 
possibilities for the development of all the aspects of the language, as well as specific 
language skills relevant to the immediate demands coming from learners, technical 
subjects, and employers. It is vital that such a syllabus creates as many links as possible 
between what happens in the classroom and in the particular academic and professional 
(vocational) sector.
The researcher believes that the syllabus proposed in Chapter VIII is the best one since it
has demonstrated that it meets the demands of learners and employers. It is the most
appropriate one under the present circumstances and conditions in Bulgaria, for the
EBTC learners, with the available resources. It needs to be borne in mind what
Hutchinson and Waters (1987: 94) claim reassuringly:
“In the institutionalised frameworks in which most teaching takes 
place, we must accept the predetermined syllabus as a fact of life. In 
view of the many roles that it plays it is essential that a great deal of 
thought is given to how the syllabus is used. It can, and unfortunately 
often does, act as a ball and chain, denying creativity and subjecting 
everything to evaluation criteria. But used sensibly and sensitively a 
syllabus can provide support and guidance that creativity thrives upon.
A syllabus is not a divine writ. It is a working document that should
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be used flexibly and appropriately to maximise the aims and processes 
of learning.”
Given the freedom to design a concrete syllabus, an EST teacher should choose an 
eclectic syllabus in order to provide effective learning for the majority of learners. It 
should be flexible enough to allow for amendments and additions. Its implementation is 
in the hands of the teacher.
Consequently, the above considerations led to the undertaking of the present research. 
The study of EST at the EBTC demanded an improvement of both syllabus and learning 
materials. In view of the identified specific needs of the Electronics students and the 
demands coming from both technical subjects on the curriculum and prospective 
employers, it was seen as pertinent to:
• adopt an eclectic syllabus which allows for the development of a variety of EST 
skills and specific language competencies (“...A looser, yet more complex form o f 
syllabus would be appropriate, incorporating several categories, certainly including 
grammatical structure and communicative function, and perhaps topic areas and 
recommended target activities” ( Hawkes, 1983: 97).) ;
• make flexibility a priority in all aspects of teaching and learning ("It would be left to 
teachers and writers to bring these (various syllabus categories) together creatively, to 
yield actual classroom methods and materials. This could be seen as a more flexible 
model for syllabus design, or as a reduced role for the syllabus at all” (Hawkes, 1983: 
97-98).);
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• focus on the development of the right skills for vocational as well as for academic 
purposes (“The skills-centred approach, therefore, can claim to take the learner more 
into account than the language-centred approach” (Hutchinson and Waters, 1987: 
70).);
• place the learners at the centre of learning (“...thç importance of the learner’s 
perspective is recognised in virtually all modem approaches to the language-learning 
process” (Tarone and Jule, 1989: 133).);
• create the right conditions for enhancing the students’ motivation to do an EST 
course (“Concepts such as attitude, motivation, self-confidence, and anxiety are 
frequently invoked in discussions of what makes a successful language learner” 
(Tarone and Jule, 1989: 133).) ;
• incorporate task-based learning activities in the classroom (“Task-based language 
teaching represents the cutting edge of syllabus design in the 1990s.” And “if change 
agents believe that task-based language teaching is a worthwhile innovation, they 
should not leave its adoption by teachers up to chance -  they must manage this 
process” (Markee, 1998:39).).
In order to achieve the above outcomes, the author of the present study investigated into:
e the needs for EST of learners both at the college and outside;
• the expectations of Bulgarian SMEs in terms of graduate skills relevant to the jobs 
they could offer, and;
• the possibilities for progress in the technical subjects through employing language 
skills.
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The constraints of the Bulgarian context for EST learning/teaching were both the 
springboard for the present study, and the limiting factor in a number of respects, 
namely scale of the study, prospects for team teaching, staffs willingness to be flexible 
and creative, and technical subject teachers’ EST competence.
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CHAPTER VI
RESEARCH METHODOLOGY RATIONALE
6.1 Rationale for selected methodology
The present research is based on “descriptive” and “case study” approaches (Wallace, 
1998: 160-171) to looking at phenomena and processes. It, therefore, can be 
perceived as “holistic” (Wallace, 1998: 37, 43-43). To have adopted the other 
dominant world-view, the one referred to as either "reductionist" or "scientific" 
would have meant that the educational, teaching and learning realities, represented as 
paradigms of phenomena and processes had to be broken down into their constituent 
parts, and these examined as discrete units. This is not an approach that best fits an 
area of human practice and experience such as education, in which changes and 
developments are so much part and parcel of the system that it hardly stays the same 
over a long enough period of time to be properly observed and studied. This is not to 
say that it cannot be done at all. From a 10-15-year perspective, of course, the 
changing of one fairly stable system and its replacement by a different one can be 
observed. Then component parts can be extracted from the system and analyzed 
successfully with “scientific” research methods. However, there are more arguments 
in favour of a “holistic” approach to and treatment of educational matters.
It is important to remember that educational phenomena are complex and often 
further complicated by a variety of interrelated factors such as: social, historical, 
political, cultural, regional, national, international, personality-based (learners and 
teachers) (Cerych, 1997). Most of them the researcher cannot change or control. 
Some of them, for example the social situations, “which are inherently unstable”
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(Somekh, 1993) can change overnight and make the researcher face a picture, a 
situation, a problem totally different from the one(s) s/he has set about to study. This 
can either make the research questions insignificant, or completely irrelevant to the 
new situation, with the problem in question either being solved or else pushed aside 
by more important current issues. As in education we are dealing with people, it is 
much more pertinent to employ an approach that will allow us to view and treat the 
learners as individual cases in the research process before arriving at more general 
conclusions after the analysis. A “holistic” method would prove more fruitful for the 
study and research of the problems of foreign language learning/teaching, as it 
presupposes looking at the phenomena “as entireties bounded by the contexts in 
which they are perceived to exist” (Pope and Gilbert, 1987:2). Pope and Gilbert go 
on to list a number of characteristics typical of a “holistic” method. Firstly, it is 
“problem-centered”. This certainly relates to educational matters, particularly in 
countries like Bulgaria, which at present are in a period of transition, affecting all 
aspects of life, but most crucially education. Efforts are being made to break away 
from totalitarian standards, structures, methods and outlook. There is a search for 
new criteria for effective teaching and learning, for job descriptions in line with the 
demands of the job market and international standards. Whichever way we choose to 
look at education in cases like this, we are bound to face plenty of problems. Only 
research, which directly centres upon the issues in question, which are currently 
expecting solutions, can have a real and not transient value. In education this can be 
achieved by adopting the idea of “teacher-research” since it “involves taking notice 
of and attempting to understand what occurs in the classroom” (Johnson, 1992: 214) 
and thus can ensure the direct correspondence between a problem and the attempts to 
offer a solution through research.
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Secondly, it is “practitioner-oriented”. As Johnson (1992: 214) puts it “Yet, if 
researchers write for other researchers, how are the gaps between research and 
teaching, and between theory and practice, to be bridged? Many propose that the 
teacher-as-researcher movement holds the greatest promise for linking theory and 
practice in ways that are meaningful to teachers”. It is the intended objective of the 
present research to provide practising EST teachers with the theoretical background as 
well as the practical clues for a successful implementation of the suggested syllabus 
and approaches, and exploitation of the provided teaching materials. It is aimed at 
bridging the gap between recent past, present and future by providing the right EST 
training and developing the appropriate skills in the learners. Hopefully, practitioners 
of EST will find in this research, in a succinct form, the answers they might have been 
looking for. It will certainly not be a “panacea” for all teachers, for all students, in all 
circumstances, but it will offer an interpretation of a variety of problems in the field of 
teaching EST in Bulgaria interrelated with the international trends. The interested 
readers will find a review of the development of ELT, an outline of the history of ESP, 
and case studies of learners and SMEs (See Appendix 1, and Chapters III and VII 
respectively).
Thirdly, it is “cross-disciplinary”. Indeed, in a study of the specificities of 
learning/teaching EST, there is a wide use of models, patterns and tools from a variety 
of disciplines. The very nature of learning EST, that is language acquisition for 
professional or academic purposes in fields considerably different from linguistics and 
literature, presupposes that there will be an interrelatedness of
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subjects. It will affect the process of developing certain linguistic competencies more 
than others due to the demand coming from the specific subject area.
Fourthly, it is “methodologically eclectic”. The present research makes use of case 
studies, questionnaire results, analysis of the researcher’s own teaching experience, 
needs analysis of SMEs. It is eclectic as far as the methodology of research is 
concerned. As Johnson (1992: 228) claims “most real studies do not fit one type in 
any rigid way. Rather many researchers combine approaches”. She goes on to say 
that it is not productive to completely disregard any particular research method. 
Therefore, each method which can well answer a concrete research question has its 
value.
The present study not only employs an eclectic approach to the research of the 
particular questions it sets out to find an answer to, but also suggests an eclectic 
approach to teaching EST. It is the author’s firm belief that only a well-balanced 
eclecticism can meet the multi-faceted needs of learning and teaching EST and adapt 
to the dynamics of educational reforms, to the changing job market and international 
priorities. In Bulgaria it is feasible enough as English is studied as a foreign, not as a 
second language, and despite the great demand for this language in the country, most 
learners do not get the chance to practise it in real-life situations while they are still 
learning it. Therefore, a highly communicative or narrowly grammar-based method 
of teaching will be equally limiting and hindering to the progress of the learners. 
Bearing in mind the mode of administering the EST classes at most of the colleges 
and universities, which is a few classes a week over two or three semesters, one 
should realise the importance of a variety of ways of introduction, reinforcement and
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production of new language in order to sustain the learners’ interest and boost their 
motivation.
Finally, the adopted method of research is “heuristically organised”. This is to do 
with the claim that “the design of the investigation would evolve as the nature of the 
phenomenon became clear” (Pope and Gilbert, 1987: 3). This, perhaps, will not be 
100 % obvious to the reader as most of the evolution took place long before the 
actual writing up of the thesis. But to the more observant eye, the fact that there are 
quite a few questions and problems relating to the major issues and only touched 
upon in passing, speaks of the author’s expanding channels of observation.
A feature of the “holistic” approach that needs to be mentioned is that it is 
descriptive, rather than prescriptive, interpretative rather than explanatory. That is to 
say a “holistic” approach tends not to give ready-made recipes for success in a 
particular field. Rather it tends to interpret phenomena at a given place and at a 
certain time. It is not its generic feature to offer finite explanations. Yet a reader 
interested in language teaching may at times detect an explanation in the 
interpretation of results and a prescription in the description of the phenomena. It will 
be possible if the treatment of the issues is practical and realistic, if the cases that are 
looked at are emblematic of a tendency, which is likely to repeat itself in another 
place at another time. Starting with practice, theory can be developed and it is good 
theory if it can be implemented in practice. The “holistic” approach relates to the 
pattern Practice + Theory = Praxis.
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“Illuminative” or “heuristic” research allows a researcher to throw light upon 
problems and to come to understand an issue better than before rather than to arrive 
at conclusive generalisations. This is “much more feasible for practising 
professionals: gaining insights into one’s own teaching” (Wallace 1998: 44) and 
certainly into learners’ learning.
In education in general, and in foreign language learning in particular, there are a lot 
of theories of teaching and learning. They will continue to be further developed and 
novel ones will be adopted. In this sense they are subject to changes much more than 
theories in the sciences. Therefore, “many, perhaps most, findings in an area of social 
sciences like education are indicative rather than truly conclusive, as far as 
professionals in the field are concerned” (Wallace 1998: 44).
6.2 Overview of existing research methods
Any research in education, and in any other area for that matter, falls into one of the 
two existing paradigms presented below, the choice of which predetermines the set of 
rules and tools of observation. It also affects the interpretations of findings, the 
particular research methods used and the actual implementation of the results. The 
nature of the phenomena inevitably influences the decision of how the research will 
be conducted. Some phenomena lend themselves to one type of research, others to 
another. And yet, the choice of an approach is very much a personal decision. The 
choice of an approach, therefore, is the result of the overlap of these two aspects -  
specificities of the phenomena under investigation and personal preferences.
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The two major types of research methods are qualitative and quantitative. They 
reflect different philosophies and have come into use stemming from the following 
fields of human knowledge and experience:
• natural sciences (N.S.)
• anthropology (A), (Pope and Gilbert, 1987).
The respective approaches to the research practice, originating from research in the 
above fields, are varyingly referred to as scientific, objective, experimental or 
reductionist on the one hand and ethnographic, descriptive or holistic on the other.
The two paradigms that represent the two approaches and delineate the pairs of
contrasting features are as follows: 
Table 5
-
Paradigm 1 Paradigm 2
Traditional Non-traditional
Scientific Artistic
Experimental Naturalistic
Reductionist Holistic
Prescriptive Descriptive
(Gilbert and Pope, 1984:18)
A paradigm is a helpful and easy technique used to look at complex phenomena. It 
allows researchers to break phenomena down into more manageable components, 
understand them and explain them to others. “As such, paradigms are deeply 
embedded in the socialization of adherents and practitioners telling them what is 
important, what is legitimate, what is reasonable” (Rist, 1977). This, as well as the 
fact that all knowledge is social, determines the choice of methods one uses to 
exploit and explain their knowledge of reality^displ^mg clearly a set of values and 
beliefs one shares about the essence of that reality.
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Gilbert and Pope (1984: 18) state that “the battle between the competing paradigms 
is real” and “is happening today”. But those who strictly follow one or the other 
paradigm often delimit their scope of looking at phenomena and understanding them 
because they miss the complexity of existing realities under observation. It 
particularly holds true of educational issues. They are by nature “multiparadigmatic”, 
being open to:
• quantitative interpretations (because they undergo quantitative changes, are prone
to quantitative accumulations, can be measured, compared, contrasted on a
quantitative basis) and
• qualitative ones (because of the interrelation between them and social, political,
psychological, cognitive and other issues that predetermine a particular
educational item, behaviour, technique, policy, etc. in various educational 
circumstances).
Similarly, Rist sees the weakness of a paradigm in general to be in that it hides the
reason for action if it is adopted unquestionably (Rist, 1977). It is easy to foresee that
it will be an even greater weakness if applied to issues with multi-faceted nature,
such as educational ones, in which case it can obscure the broader understanding and
the correct treatment of the matters in question. Rist rightly argues that:
The complexities and nuances of research approaches are reduced 
to simple and rigid polarities. Thus the emergence of 
methodological provincialism reflected in the reification of the 
terms “qualitative methodology” and “quantitative methodology”.
The dialectic and interaction among all efforts to “know” or to 
“understand” are obscured. Further, we only hinder and cripple 
ourselves by a continued fixation upon what is “good” about one
approach or “bad” about another  Issues of methodology are
issues of strategy, not of morals. (Rist, 1977)
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We should be more concerned about the “appropriate” rather than the “orthodox” if 
we are to avoid “distortion” and “skewing of the research” (Rist, 1977). The novelty 
and appropriateness, alongside the contributions already made in a particular field of 
human knowledge and experience, are of paramount importance for research to be 
successful. This inexorably proves how reasonable and sensible the above assertion 
is. Reconciliation of the formally contradicting approaches to research in educational 
matters will open up greater prospects for a more truthful depiction, description and 
analysis of the present situation and of the attempted ways and means of changing it. 
Thus research in education will not be a mere registering of facts and figures and 
comparing them with new facts and figures after an intervention by the researcher. It 
will not either be a description of situations and cases drawing upon the good will of 
certain groups of educationalists to come to the necessary conclusions for 
improvements. It will provide those interested with a multifaceted picture of realities 
and suggest to them both quantitative and qualitative approaches to change if it is the 
aim of the researcher. There is no one methodology that can be a panacea for all 
questions and problems. The above reasonings are in line with what Rist (1977) 
claims. He says that an “eclectic research orientation” is not impossible, even though 
it is hard to predict when and/or how it can be reached as a result of the merging of 
the two clearly outlined approaches. However, in educational research qualitative 
data “might actually be more interesting to practising teachers than statistics” 
(Wallace, 1998: 38).
The approach adopted in the present research is in line with the above views. It will 
be argued that an eclectic approach to teaching ESP (EST in particular) is the best 
way of reconciling the contradicting and sometimes mutually exclusive approaches
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that exist at present, and an attempt to prove that by taking the best from each approach 
and integrating the borrowings in an appropriately-balanced whole, we can achieve much 
better results than when strictly adhering to a single, omnipotent method at the expense of 
the assets of other concurrent methods and approaches.
6.2.1 Quantitative research and techniques in education
Quantitative methodology assumes that “...the study of observable deeds and expressed 
words is adequate to provide knowledge about man and his natural world” (Gilbert and 
Pope, 1984: 59). The collection of data is the basic concern of researchers who adhere to 
this method. Based on them and on the careful interpretation of figures and their 
interrelation, they believe they can construct the theoretical grounds of any issue. This 
closely relates to the view that quantitative research holds too: “...the progression o f 
knowledge moves on a continuum from observation to experimentation to theoretical 
development” (Gilbert and Pope, 1984: 59). It is difficult to accept totally such a 
straightforward picture of how knowledge progresses. There are examples in many fields 
of human experience, where the sequence of the above stages is different. What is more, 
it is hardly a linear process at all times and in all cases. Foreign language learning is not 
an exception to this.
Knowledge is also considered to be cumulative. Everything that happens to and inside 
people is assumed to be governed by laws. Man and all that he creates belong to the 
natural world and can, therefore, be subjected to generalisations, which can be developed, 
elaborated and correlated in the research process. All the efforts of researchers rely on the 
supposition that the scientific method is correct wherever you employ it only because it is 
correct in the natural sciences.
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In educational issues, such as learning and teaching, the above is not always valid 
“Quantitative”, according to Wallace (1998: 38), “is broadly used to describe what can be 
counted and measured and can therefore be considered ‘objective’. In language learning 
and teaching there are indeed elements which can be quantitatively analysed and 
interpreted. But usually they are the ones which do not pose a great problem to a 
researcher. With ELT, for example, it is not a problem to assess quantitatively the 
number of new words introduced by the teacher in a lesson and the number of words 
learned by the students by the end of a lesson or sustained after a period of time. There 
are other aspects, though, like the ability to develop a specific language skill or the ability 
to transfer knowledge and skills from one area to another which cannot be measured 
easily and presented with numbers and percentages.
Learners do not learn all that they are taught. Besides they do not learn in the order in 
which teaching proceeds. Why is it not always true that the more input there is in foreign 
language teaching, for example, the better and the greater the output is? Learning is a 
very complex human ability and it cannot be completely subjected to the laws of the 
natural world. If a researcher embarks on research having embraced only quantitative 
criteria and techniques, much of what exists and happens in learning and teaching will 
remain enigmatic to him/her. Phenomena such as motivation, psychological set up, mood, 
cultural, religious and age differences are hard to understand and explain if only put to 
the test of quantitative analysis.
They can, however, be properly viewed and interpreted if seen as researchable by 
qualitative tools and techniques. Research in educational matters can prove
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successful if it adopts a variety of techniques in order to come to a broader 
interpretation of facts, processes and developments. Learning EST is no exception to 
this. All the above mentioned factors influence the quantity and quality of the 
outcomes of the teaching process.
6.2.2 Qualitative research and techniques in education
Wallace (1998: 38) puts it simply and straightforwardly; “Qualitative is used to 
describe data which are not amenable to being counted or measured in an objective 
way, and are therefore ‘subjective’.”
Gilbert and Pope (1984: 59) point out another important aspect of the qualitative 
approach. “Qualitative methodologies assume there is value to an analysis of both 
the inner and outer perspective of human behaviour.” They go on to say that the inner 
perspective means that a truthful analysis of events and processes can only be 
attained through active participation in the life of the observed and gaining insights 
through introspection. The outer perspective is not rejected and its relevance is not 
denied but emphasis is on the inner perspective and the ensuing necessity for the 
researcher to “take the role of the other”, i.e. to be able to get inside the other’s self, 
to get to understand how it works, what the meaning of his/her behaviour is. And if 
human behaviour is studied from the outside by quantitative methods, it is the 
qualitative that attempts to get to the core of the study of the “what”, “why” and 
“how” of what man does. The starting point for a qualitative researcher is not a 
model or a hypothesis but an attempt to understand often occurring episodes and 
behavioural acts in order to arrive at a pattern that is much broader than the studied 
samples and is frequently repeated in specific social surroundings.
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EST learners in the Bulgarian context share characteristic motivational and 
behavioural features which set them apart from GE (General English) learners. They 
are motivated to learn the language as a means for progress in their own field and not 
as an end in itself as is the case with GE learners. This predetermines their specific 
profile as partners in the teaching/learning process. The/what % ‘why’ and ‘how’ of 
language learning can only be precisely defined if teachers and researchers get 
illuminating insights into their needs and preferences. Consequently, the starting 
point for a qualitative research in this area should be an attempt to understand how, 
where and why EST learners are expected to operate using the language. This, no 
doubt, calls into play other considerations such as employers’ requirements for EST 
competence and skills, and the demands from the technical subjects on the 
curriculum. They in themselves are an object of similar investigation, analysis and 
cross-referencing with the learners’ language achievements.
The nature of EST learning/teaching is such that it calls for qualitative rather than
quantitative methods of research. Since it is studied as a foreign language in Bulgaria
it shares most of the specific features of an L2. The present study has been
undertaken in an educational institution -  the EBTC. Consequently, the quote that
follows subsumes the case of the present work.
“The trend” certainly “has been toward greater use of qualitative 
methods in L2 research conducted in educational settings. I feel we 
must make even greater use of these approaches if we are to 
adequately address language learning in its sociocultural contexts, 
and by doing so make more meaningful contributions to addressing 
the educational and social challenges that face us in multilingual, 
multicultural societies” (Johnson, 1992: 231).
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6.3 Criteria of authenticity -  Reliability, Validity, Objectivity, Triangulation
It is a pertinent question to ask: On what grounds can a naturalistic researcher claim 
that the information that s/he offers in the research is authentic? Suffice it to say that 
the following criteria of authenticity are met by a holistic/naturalistic approach nearly 
as much as they are met by a reductionist/experimental one. They need though some 
reinterpretation in order to be better applicable to a naturalistic inquiry situation. 
They provide the background against which a piece of research can be seen as 
authentic. Each of the above terms will be given an operational definition and it will 
be explained how it is satisfactorily realised in a holistic/naturalistic approach to an 
educational matter, namely teaching EST.
Table 6
Term Interpretation/Working
Definition
Example
Reliability It concerns how consistent or 
repeatable a certain measure is or 
can be.
An absolutely reliable measure 
can be administered a number of 
times under the same conditions 
and will lead to the same results.
Validity Used to define the extent to 
which a certain instrument 
measures exactly what it is used 
to, or claims to measure.
It is perceived if and when 
various data sources are cross­
checked.
Objectivity Relates to the instrument 
measures and the interpretation 
of the results being impartial, 
and non-dependent on the 
researcher’s or anybody else’s 
preferences and wishes.
The researcher’s or other 
people’s views and wishes do not 
interfere with or influence the 
processing of data and the 
conclusions arrived at.
After Pope and Gilbert, 1987:11-16
Wallace (1998: 36) discusses reliability in action research and states that a criterion 
for it is how replicable (repeatable) a piece of research is. He argues that “sometimes 
action research data are not very reliable in this technical sense.” This is also true of 
the data from the present research as it is derived from the language learning 
experiences of people. It is very difficult and often impossible to control the variables
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in such circumstances. In an EST learning/teaching situation the application of an 
absolutely reliable measure can be done under very similar but not absolutely identical 
conditions. In a comparative study of the effectiveness of a teaching method we cannot 
have two absolutely identical groups of learners in the teaching/learning of which to 
employ a traditional and an innovative method respectively. Learners, as human beings, 
are by far the most difficult material to work with if a researcher’s aim is to obtain and 
implement really reliable measures. In this respect the most one can hope to achieve is a 
relatively high reliability rather than an absolute reliability. This makes more sense if  
seen against the reasoning in Section 6.3.1 and bearing in mind that research in education 
tends to be oriented more towards qualitative than to quantitative analysis.
Wallace suggests some ways of increasing reliability when the researcher cannot control 
variables. He says: “...you may make your findings more credible by being very explicit 
about the nature of your original data...” and “...another way of increasing the reliability 
of research findings is to have more than one source of data”. Both of these are 
techniques employed in the present research. Validity for Wallace means “testing what 
you are supposed to test, and not something else.” He considers it to be “an extremely 
important issue: there is no point in reflecting on data that are misleading or irrelevant” 
(1998: 36 & 38).
A fundamental issue in research is the notion of objectivity. Nunan (1992) states that 
there are two views of the nature of research. The first view accepts that “external truths 
exist ‘out there’ somewhere.” It is, therefore, the researcher’s job to “uncover these 
truths”. The second, more plausible for research in educational realities, view
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accepts that truth is a “negotiable commodity” which depends upon the context and 
consequently is a relative matter. The present research is aimed at discovering the 
truth about effective EST learning/teaching in the concrete Bulgarian context and is 
thus dependent on factors very different from factors elsewhere. Besides, the results 
from the present study have allowed and will continue to introduce change in the 
educational practice. What is more the conclusions arrived at are based on the 
informants’ views about their needs and lacks and their wishes for changes in the 
EST instruction and skills development. Taking into consideration the above 
arguments, it is more pertinent to think of objectivity in relative terms, despite the 
fact that the researcher has interpreted the results impartially and independently of 
other researchers’ views.
6.3.1 Reliability versus validity
Even though reliability and validity are observed and stuck to by both 
methodologies, they each give precedence to one or the other. The emphasis with 
quantitative methodologies is on reliability, due to the strong reliance on scientific 
methods, whereas with qualitative methodologies it is on validity. Consequently, the 
requirement for validity in the present study has been met by identifying and 
examining several data sources -  quantitative data from a study of the needs, wants 
and preferences of EST students; data from 6 case studies of other learners of EST, 
and data from a survey of the expectations and requirements for graduates’ skills of a 
number of local SMEs. The collected data has been examined in correlation and the 
overlaps leading to significant repeated patterns have been identified and discussed.
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6.3.2 Triangulation
This is a technique of research whereby two or more methods of collecting data are 
used in the study of a given aspect of human behaviour. As learning and teaching 
foreign languages is behaviour oriented, this technique can be successfully employed 
in research projects to do with different aspects of the issue. This is often called a 
“multimethod approach” (Cohen and Manion, 1980). In social sciences research it 
helps to give a richer and fuller picture of the phenomena under investigation by 
mapping out the rich and complicated aspects of human behaviour. It implies using 
both quantitative and qualitative techniques and data. Thus it ensures greater 
reliability of the research outcome.
The “multi-method” approach has a number of advantages over a single-method 
approach. The latter is more susceptible to criticism of being narrow and unilateral. 
Firstly, whereas a single-method approach in fields such as medicine and biology can 
provide enough information, in situations in which human beings are the major 
participants in the activities, it can provide only a limited perspective of human 
behaviour, achievements or failures. If only one method is totally relied on, it can 
lead to a distortion of the picture that the, researcher gives of a particular event or 
human act. If, on the other hand, the data collected through a variety of methods 
coincides or considerably overlaps, this will increase the reliability of the findings. It 
will prove that it is not because a single method has been used that certain outcomes 
have been achieved. Secondly, triangulation can help overcome the criticism often 
related with the overreliance of certain researchers upon a particular method . It 
brings variety into the research process and consequently more convincing research 
outcomes. (Cohen and Manion, 1980; Wallace, 1998).
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As the above advantages cannot be denied and should not be neglected, the present 
research makes use of data-collecting techniques, which are normally associated with 
contrasting methods. Data from questionnaires and data from case studies lead to 
similar findings. Initially, quantitative data was collected. After that more thorough 
qualitative data was gleaned from several case studies. A number of SMEs were also 
looked into and the results were analysed. The information gathered from all these 
sources was compared and the obvious matches discussed. Consequently, 
triangulation in the present research has helped to elucidate a lot of aspects of the 
complex phenomena in the teaching and learning of EST in the Bulgarian context, 
characterised by specific educational, social and economic features and complicated 
by various constraints.
6.4 Constraints. Approach(es) adopted by the researcher
The present research employs an “eclectic” method of looking at data and analysing 
them for a number of reasons. It has been the researcher's conviction that the more 
varied viewpoints and ways of interpreting an issue, the clearer its nature becomes to 
the observers and those concerned. There is more to be benefited from a wider range 
of tested techniques rather than from a single one. The circumstances of foreign 
language teaching in general, and in Bulgaria in particular, have proved to lend 
themselves to a more flexible treatment comprising quantitative and qualitative 
methods. However qualitative approaches seem to come to the fore. This is strongly 
supported by what Johnson (1992:33) claims: “Qualitative approaches to research 
have gained a strong foothold in L2 research”. She also states that qualitative 
approaches are “in general more accepted as legitimate methods”, and sees diversity
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as a positive advance “because it expands the options for ways of looking and ways of 
understanding phenomena”.
The practising teacher, who is also the researcher in the present case, is naturally faced 
with very complex situations and if she wants not to oversimplify the problems, she has 
to take into consideration all possible aspects of the issues under investigation. This is to 
say that her approach has to be holistic, which brings us closer to Paradigm 2. (See 
Section 6.2). In order for the findings of the research to be not only of theoretical, but 
also of practical importance, s/he has to present the results in a holistic manner. Trying to 
account for the reasons that bring about these results, it is more appropriate to concentrate 
on “interpretation in context” rather than on generalisation (Cronbach, 1975), and to deal 
with educational matters pragmatically in order to solve particular professional problems 
and help develop teachers’ expertise (Wallace, 1998).
Another argument in favour of a holistic approach is the treatment of cause-effect 
relationships. They relate more strongly to statistical correlations and cannot be observed 
in a clear form everywhere in educational matters. An illustration is the relationship 
between motivation and better learning. Do we learn better because we are well 
motivated, or are we better motivated because we learn well? It is not easy to say which 
is the cause and which is the effect. It is in fact a different type of relationship -  a 
“symmetrical relation of mutual cause and interaction” (Pope and Gilbert, 1987:9). Many 
other factors in education fit in the same relational framework: satisfaction from learning 
outcomes, learner participation -  teacher’s new roles, learner-centredness -  autonomous 
learning.
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How are these relationships different? In a cause-effect one, it is possible to determine 
which comes first and which is the prerequisite for the occurring of the second. In a 
“symmetrical relationship” the two sides of the whole cannot be separated in order to be 
studied. If attempted, this act will destroy the whole because it only exists as a complete 
entity due to the internal relationship between its halves. Any attempt to study one of the 
halves will lead to the study of the other half as well and eventually of the whole.
Learning, in this case learning EST, is a complex affair. This requires that research in the 
field focus on systems of relationships between teaching/learning events that make the 
acquisition of the foreign language possible and successful. This being the area of interest 
naturally determines the choice of a descriptive approach rather than an experimental 
one.
6.4.1 Language groups engaged in the research
When the idea for the present project first originated the, EBTC, where the author of the 
present study works, could only accept a limited number of students for each of the three 
different strands it provided -  Electronics, Industrial Management and Automobile 
Transport. The situation remains the same at present owing to the university policy to 
assign a particular quota to each of the faculties. This borders on financial constraints. 
The university building is too small for the number of faculties it houses and there are no 
real prospects for expansion.
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As a result of the above reasons, when the present research was undertaken the 
college could only recruit a small number of students and for several years used to 
have only one group doing a course in Electronics, one in Industrial Management and 
one in Automobile Transport. Therefore, a comparative approach to the teaching and 
learning of EST in two groups doing the same major was impossible. This, apart 
from the rest of the considerations in favour of a qualitative approach, was another 
reason why a quantitative approach was unsuitable under the local conditions. A 
quantitative research, whereby one could experiment with new teaching methods and 
techniques, having adopted a new syllabus and new teaching materials, and compare 
the results from the EST learning/teaching in the traditionally treated group and the 
one which had been exposed to the new learning/teaching techniques, was 
inappropriate.
The realities were unfavourable for research of this type. The situation was even 
more complicated than it may appear. In each current semester there were no two 
groups within the same strand, nor were there any two groups in the same year at 
college, at the same stage of linguistic competence. Any efforts to balance conditions 
at the outset of the research proved futile due to administrative, moral and ethical 
issues and, ultimately, financial ones. Students, who enlist for a particular strand in 
their second year at College, are guided in their choice by their subject-specific 
interests. Students with different levels of English fall into the same EST group. 
Because it is not effective moneywise to subdivide them into smaller language 
groups, they stay in a big group for the language course. Another hindrance is the 
limited number of classrooms available on the University premises. Had the language 
teacher been given the chance to arrange the language groups in accordance with the
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learners’ potential for advancing with ESP, this would have met with opposition 
from the students. They would either have to pay extra for language classes outside 
the curriculum or to take them at inconvenient times. This is to do with a number of 
constraints, namely the limited availability of vacant seminar rooms at the University 
and the very tight students’ schedule, because of their full weekly timetable. Besides, 
it is not appropriate for the strands to be determined by the arrangement of language 
groups as English is not a major at the EBTC.
Since it was first founded in 1991 the University has been employing many part-time 
teachers to teach the English courses in all the faculties. This is a particularly 
expensive strategy especially for faculties, which offer many long language courses. 
This increases the strain as every attempt is being made to find ways and means to 
cut expenses. The arguments of practising teachers in favour of more linguistically 
uniformly structured groups, i. e. groups of language learners who have not only 
received the same number of hours of language instruction, but have also acquired a 
similar level of language proficiency and language skills, cannot be taken into 
consideration. It proves impossible under the circumstances at present to split up 
groups in order to facilitate the process of learning/teaching EST.
Other considerations, that throw light on the kind of constraints making it 
particularly difficult to conduct an experimental study, are:
> It is impossible to interfere with the learners’ choices of strands.
> It is very hard to manipulate group formation in order to get groups of students 
who are matched according to ability; i.e. each group contains the same range of 
language ability (in this case). This results in very uneven distribution of
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interests, abilities, prior language competence, intellectual potential, skills and 
motivation for learning.
> The researcher could not teach all the groups doing EST. The part-time teachers 
employed to do a considerable amount of the teaching cannot be involved in an 
experimental research because there are no mechanisms whereby to raise their 
interest in an intellectual investment like this. Their .workload in the institutions 
they come from is fairly heavy. They teach about 10-15 extra hours per week in 
the college. They are full-time employed by other institutions, mostly secondary 
schools, in which it is not required of teachers to get into research.
> There are quite a few factors (variables) that cannot be controlled in the present 
situation at the college: number of students in a group, students retention, 
different teachers teaching the general English courses to different students.
> Students pay their own way through university and any extra money, required for 
improving the quality of learning and teaching EST by increasing the number of 
language classes for those who lag behind, is an almost insurmountable barrier 
for most of them.
It is worth mentioning that when investigating a phenomenon in the social sciences, a 
researcher cannot have total control over the participants in the study. When other 
factors make the situation even more uncontrollable, the best strategy is to undertake 
a different approach to studying the matter and suggesting, designing and 
implementing new syllabuses, new teaching materials and new techniques for 
teaching and classroom management.
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6.4.2 Financial constraints
Due to the economic and financial situation in Bulgaria in general and the College in 
particular, it appeared the best strategy to employ such techniques of collecting data 
that would cost less money and time. Questionnaires have been administered in two 
successive years on a small scale. Interviews and observations, as well as analyses of 
documentation, the educational, foreign language and professional background of the 
individual cases have been the source of data for the present research. The researcher 
has relied on the good will and willingness of the learners to take part in the present 
study.
Even though the collection of data has been done on a relatively limited scale, the 
variety of sources and techniques have provided sufficient ground for comparison 
and contrast, for conclusions to be drawn and measures to be suggested for the 
improvements in the way of a syllabus and learning materials. Those, designed and 
produced for the EST courses in Electronics, are an attempt to respond to the actual 
needs of the learners, SMEs and the demands from the technical subjects which 
became evident while gathering data and processing it.
6.5 Why a case study approach
“In the social sciences, generalisations are more often made in terms of probability 
rather than in terms of universal laws, so they are not likely to be disproved by one or 
two exceptions” (Wallace, 1998: 161).
Even though generalisations do not work 100 per cent, it can be said that case study 
is usually favoured by researchers who use a holistic approach to achieve their aims.
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Case studies tell you more about individual cases. Once a number of individual cases 
have been thoroughly investigated, usually a repeated pattern or patterns become 
discernable. They serve as the basis for further comparisons and contrasts as well as 
conclusions. The general trend or feature is arrived at via repeatable individual ones. It is 
much more interesting to the public when reading about what real people think, what they 
have achieved, or how they have improved their abilities or skills rather than being told 
about percentages and ratios. Case studies generate as Wallace (1998: 163) puts it “more 
human interest than generalised statistical findings. For practitioners of a caring 
profession like teaching, this fact makes case study research more accessible, and indeed 
more valuable, than some approaches.” Having the concrete story of (a) person/s to begin 
with will certainly make the arrival at the general conclusion smoother and more 
convincing. The credibility of case studies lies in them being grounded in people’s real 
experience, feelings and attitudes. Those interested in a particular matter or problem are 
given a better understanding of its nature and workings if faced with specific examples, 
instances of something that exists, behaves, functions, or develops in a way exemplary o f 
a general tendency. The general then is perceived as more real and tangible than if it were 
approached differently.
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Case studies seem to be better suited to the intrinsic nature of educational matters. 
They are “subject-friendly” in that they measure and register developments in a less 
obtrusive way than quantitative techniques. They allow for a more varied inventory 
of data collecting techniques thus encompassing a larger range of features.
Nisbet and Watt (1978) sum up the advantages and specific features of case study,
and provide a definition as follows:
“A case study is more than just an extended example of an 
anecdote interestingly related. It has the same virtues -  interest, 
relevance, a sense of reality -  but it goes beyond mere illustration.
First it gathers evidence systematically, in a “scientific” way, as 
will be explained. Second, it is concerned essentially with the 
interaction of factors and events. Sometimes it is only by taking a 
practical instance that we can obtain a full picture of this 
interaction. Statistical analysis can identify important determining 
factors in a problem area; but to establish how these factors relate 
to each other in the real situation, it may be necessary to examine a 
specific case systematically and in detail. Such a systematic 
investigation of a specific instance is case study. The instance may 
be an event or a person or a group, a school or an institution, or an 
innovation such as a new syllabus, a new method of teaching or a 
new method of organisation.. . . ”
They go on to say that case study gets into aspects of phenomena which cannot be
easily accessed by other techniques which depend on the results collected from large
numbers of subjects. Besides, it can be successfully used to complement large-scale
research and thus help in the understanding and interpretation of issues, which
otherwise do not respond readily to different treatment.
In education there are many aspects of learning/teaching phenomena, which cannot 
be directly measured by quantitative measures because of the interrelatedness of 
cultural, political, social, economic, interpersonal, behavioural, developmental and 
other factors. These and the way they affect the learning/teaching outcomes of new
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methods and syllabuses need to be approached individually. It is, for example, 
difficult to claim that a certain method of teaching is better than another just because 
the performance results of a certain group of learners are higher than those of a 
traditionally taught group. There can be other, more influential factors, which have 
brought about these results. They can be a higher level of initial competence of 
learners, a better learning environment, less-stressed classroom conditions, a lack of 
economic constraints in this particular institution at this particular time. These can be 
found out if researched through case-study techniques because, as Johnson (1992: 
76) puts it “the essence of the case study approach is a careful and holistic look at 
particular cases”, its purpose is “to describe the case in its context” and it is 
“naturalistic”. This is why the findings of a case study tend to possess a higher 
degree of credibility.
Case study presupposes the use of interview techniques, observations, documented 
data and their cross-checking to arrive at objective conclusions, which will inevitably 
carry a degree of the personal judgement and opinion of the people studied. The 
accuracy and fairness of a report arrived at after a case study research can be ensured 
by trying to find patterns that repeat themselves and conclusions that stem from 
similar findings. Such connected patterns in the learning/teaching EST realities of 
different students create the concept of commonality, a framework, an overall pattern 
and generic collective features. These, despite the numerous individual cases, 
illuminate the general and help the researcher to predict outcomes, determine 
progress under innovative circumstances and judge results against society’s needs for 
a particular product, service or human skill.
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6.6 Needs, needs analysis, and their definitions
When undertaking a case study in language teaching/learning it is particularly 
important to identify the needs of learners and others concerned in the ELT area. It is 
essential to be aware of what meaning is imparted to the term needs. It is also 
essential to point out that decisions about syllabus and materials design taken on the 
grounds of researched and identified needs of consumers of ELT (learners and 
employers) are crucial, especially in connection with EST courses. This approach is a 
manifestation of the humanistic and democratic tendencies in education at the end of 
the 20th and the beginning of 21st centuries.
There is quite a variety of definitions of needs. Only some of them will be referred to 
in an attempt to give an idea of the most widely accepted understanding of what 
needs are. Berwick (1989: 53) refers to the “subjectivity of needs definitions”, which 
accounts for the multiplicity of paradigms of needs and the ensuing measures and 
approaches to satisfying them. Even though, he says (1989: 52) that “an operational 
definition must be constructed anew for each assessment because its elements will 
change according to the values of the assessor or influential constituents of an 
educational system”, the definition that he suggests could be adopted in the majority 
of cases of EST. Thus a need could be defined as “a gap or measurable discrepancy 
between a current state of affairs and a desired future state”. Munby (1978) and 
Hutchinson and Waters (1987) talk about target needs, learning needs, and also 
about necessities, lacks and wants, as manifestations of needs seen from different 
points of view. Robinson (1991: 7) summarises the existing meanings or types of 
needs, referring to Berwick (1989), Brindley (1984), Mountford (1981), and 
Widdowson (1981), and comes up with needs as related to “students’ study or job
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requirements”, described as “objectives”; “what the user-institution or society at large 
regards as necessary or desirable to be learnt”; “what the learner needs to do to actually 
acquire the language”; “what the students themselves would like to gain from the 
language course”; and “what the students do not know or cannot do in English” -  lacks. 
Some authors (Brindley, 1989: 63) distinguish between the ‘narrow’ or ‘product- 
oriented’ interpretation of needs and the ‘broad’ or ‘process-oriented’ one, and between 
‘objective’ and ‘subjective’ needs.
In the majority of cases of EST learning there is certainly an overlap between the 
different types of needs due to the increased awareness of adult learners of what is 
expected of them, what they lack, and what they would like to achieve in an EST course. 
Therefore, it is hardly necessary and possible in practical terms to get into as detailed 
analysis of learners’ and users’ needs as Munby (1978) suggests. In my view his 
Communication Needs Processor (CNP) is far too detailed.
The present research adopts the more general understanding of needs as the gap between 
the current and the desired state of language competence of learners that is to be arrived 
at in order to meet the demands of the learners themselves, of the educational institutions, 
or of the prospective employers.
Needs analysis presupposes a series of procedures for collecting information for and 
about learners and/or their employers, systematising the data, arriving at repeated 
patterns, and drawing conclusions on the basis of which to take measures for designing 
an appropriate syllabus, or learning materials. The following techniques
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for investigating needs were used: questionnaires, observation, interviews and case 
studies.
At the beginning of the present research an attempt was made to approach matters, 
collect data and process it in a quantitative way using questionnaires. This proved 
inappropriate as the number of learners involved in the research was very small and 
the findings did not yield illuminating interpretations. As this was abandoned as an 
overall research method, the advantages of a qualitative approach in general, and case 
study in particular were appreciated. The responses of the informants were much 
more revealing of how they felt about learning EST and what they considered 
important for the improvement of their language skills. However, the quantitative 
data that had been gleaned was not neglected altogether and was used at the analysis 
stage.
6.7 Conclusion
The present chapter addresses the two existing approaches to research -  quantitative 
and qualitative and arrives at the conclusion that there need be no real opposition or 
contradiction between them. Practice proves that they can mutually complement each 
other and thus allow for a more precise and truthful picture of the investigated issues, 
especially in educational matters. Each one can accomplish what the other one 
cannot. The crucial point is not to attribute larger claims and expectations than can be 
sustained by the data provided by either kind of research method.
The present research makes use of both approaches to research with a stronger 
emphasis on qualitative. It employs questionnaires (of learners and SMEs) and case
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studies (of learners) and uses the findings from their analysis to get insights into the 
most appropriate approaches to learning/teaching EST and designing a syllabus and 
learning materials.
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CHAPTERS VIIA-B 
RESEARCH AND ANALYSIS 
CHAPTER VIIA
A STUDY OF LEARNERS’ NEEDS 
7A.1 Introduction
Having looked at the existing research methods in the previous chapter and considered 
the priorities of research in learning/teaching EST, it can be claimed that the most 
appropriate approach is an eclectic one with a strong predominance of the qualitative. In 
view of all the discussed considerations the case studies became the main focal point. 
They were undertaken with four students doing degree courses at the University of Surrey 
and two students from the EBTC in Bourgas, Bulgaria. At the same time it was seen as 
pertinent to identify the needs and expectations of graduates’ prospective employers. The 
present chapter records the process of the actual research, the outcomes and their 
analysis. This provides the grounds for the syllabus and materials design dealt with in the 
ensuing Chapter VIII. The pattern that describes the way in which the research was 
carried out is as follows:
A] Reflections on prior experience and quantitative analysis
Initially, a quantitative procedure -  questionnaires (results revealed and 
analysed in Popova and Sokolov, 1997) - was undertaken to identify the 
specific language needs of learners at the EBTC, as well as their 
preferred learning styles, their skills gaps and expectations. As it was
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found to be not sufficiently illuminating, a case study approach was 
undertaken.
B] Case studies
The case studies looked at learners of EST who come from different 
countries from south-eastern Europe, namely Greece, Cyprus and Serbia.
The individual cases were studied in relation to the various aspects of 
EST learning and teaching in their home countries and the demands from 
degree courses and jobs. The respective students were also asked to 
express their opinions about some of the proposed learning materials.
C] Attitudes to learning materials
The students from the case studies were given a teaching unit Security 
Shop-Tag and asked to work through it and comment on the types of 
activities involved. The results from this are also presented in this chapter 
and used as a basis for conclusions about the nature of successful 
learning materials.
D] Study of the needs of local SMEs
SMEs are looked at as most likely future employers of college graduates 
in Bulgaria. Consequently their immediate demands for employees’ EST 
skills are to be taken into account when designing and implementing 
language courses. A number of local companies were examined and their 
respective needs identified and studied.
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E] Materials and syllabus
Based on the outcomes from A], B], C], and D] and the conclusions 
drawn, a set of learning/teaching materials was produced. They were 
trialled in real classroom situations with the Electronics students. A 
syllabus was also designed. It encompasses those grammatical aspects, 
functions and skills which appeared to be lacking, but necessary and 
looked for by both learners and SMEs. The syllabus and materials are 
included in Chapter VIII.
7A.2.1 Experience prior to the present research
The present researcher has been a practising language teacher under greatly varying 
political, economic and educational circumstances. Because of the many, and sometimes 
conflicting, innovations and demands of society, a balance had to be struck in an attempt 
to offer quality teaching. The many lessons learned through experience have proved to be 
very useful under the present circumstances. Having taught English for general purposes 
in a specialised English Language School, the researcher had then to start teaching EST 
and soon found out how much these two differed from each other.
At first it was thought to be sufficient to employ the teaching skills the teacher had 
already developed, find a good coursebook for each particular technical strand, and rely 
on the latest developments in the methodology of teaching EFL. One of the greatest 
worries was that the researcher was not technically minded and knew next to nothing 
about electronics and industry, automobiles and management of industry. She set out to
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enlarge her knowledge of these and spent quite some time doing this until she realised 
that there was much more to teaching EST than just knowing what electricity, diodes, 
lasers and the rest were. She was snowed under with a huge number of day-to-day tasks 
varying from administrative and interdisciplinary to curricular and pedagogical ones. In 
the process of combating difficulties and overcoming obstacles she came to conclusions 
which, to a great extent, overlap with Robinson’s (1991: 96) view of the role of the ESP 
teacher, “Being an ESP teacher is not easy. One of the prime requisites would seem to be 
flexibility -  and a willingness to try new approaches and methods.” Adaptability, 
creativity, resourcefulness, problem-solving and decision-making skills are the assets that 
need special attention and which the researcher has tried to improve as part of her study 
and research.
When she first started teaching EST to students at the EBTC, the researcher looked for 
coursebooks which would suit the needs of the learners in the different engineering 
strands that she taught. It cost her a considerable amount of time and effort to realise that 
no single coursebook was good enough by itself for a particular course under particular 
circumstances. The published coursebooks soon become outdated because of the rapid 
developments in the field of science, engineering and technology. Learners are not 
motivated to use them, as they do not contain new information, which can sustain their 
interest and boost motivation and, therefore effectiveness of learning. The traditionally 
designed EST course materials look at language mostly as a set of grammatical structures 
and subject specific vocabulary, which have to be internalised. They hardly ever go 
beyond structures, lists of words and translation from LI into L2 and vice versa. Usually
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they do not cater for the development of specific EST skills. With such teaching materials 
an EST course remains an isolated subject on the curriculum with hardly any relevance 
and links to the rest of the technical subjects. There is no incentive for the students to 
learn effectively and do more than successfully pass their exam. Having realised that, the 
author of the present study started complementing coursebook units with authentic 
materials published recently in newspapers, magazines, publicity materials, and users’ 
manuals. For adults, doing a major in science and technology, to feel really involved in 
the learning/teaching process the materials exploited in the classroom need to contain 
new subject specific information. They have to be challenging enough as far as subject 
matter is concerned, and at the same time they need to be the right level of English so that 
they do not pose insurmountable obstacles on the way to understanding them.
Adults studying EST possess certain knowledge of and experience in their specialisms, 
which enables them to realise what of the language and to what extent they need at 
present, or will need in the future. This is not just an assumption. Some 5 years ago, long 
before the researcher first started to consider doing a Ph.D., she started experimenting on 
a small scale with learners of English for Electronics, Industrial Management, and 
Automobile Transport. The project involved only those learners who were willing to 
contribute. Both the students and the teacher had perceived the fact that the coursebooks 
that were being used offered outdated information presented in a rather boring way. This 
is why a decision was made to embark upon collecting authentic texts from current 
periodicals, newspapers and publicity materials related to the topics on the syllabus. 
Students were invited to choose the materials they found interesting and challenging.
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Their task was to design language activities for their peers. They could either use 
exercises from familiar coursebooks as models, or create their own exercises. The teacher 
made herself available for consultations. The learners grew very enthusiastic when they 
were told that the best tasks and activities would be done in class. What ensued was a 
productive, initiating and in many ways innovative process. An interesting finding was 
that they designed exercises to practise reading comprehension techniques and grammar 
points which were problematic for most of them. This proved that there existed an 
awareness among them of what skills they most needed and lacked.
The learners’ motivation when doing the tasks designed by their colleagues was greater 
than when performing activities from the coursebook. However, this is not to be taken as 
another dogma. Learners cannot do all the materials design because they need specific 
skills, which they cannot be expected to have. But involving them in choosing the topics 
to be covered during a course, selecting currently interesting authentic materials from 
their subject-specific field, and sometimes in creating tasks for their peers could make the 
learning process more meaningful to them, and certainly more effective in terms of 
realising the learning outcomes. Consequently, it was deemed worthy to identify what 
skills they thought they needed most and what learning modes and strategies they 
preferred.
7A.2.2 Previous quantitative findings
Prior to the present study the issue of identifying what EST learners needed, preferred, or 
lacked in terms of language instructions and skills development was addressed with
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quantitative measures. The findings were analysed jointly with other results from a 
similar survey of technical students’ needs from another University in Bourgas and 
published in an article by Popova and Sokolov (1997). The tables below present parts of 
the questionnaires filled in by students from the EBTC and the Technical University in 
Bourgas.
Table 7
3. Most important for me is: A B
a) speaking 100% 92%
b) listening 37% 4%
c) writing 47% 4%
d) reading 26% 0%
(Answers A are o f  second year students in Industrial Management and Answers B are o f  students in 
Electronics at the EBTC. See Appendix 4, Questionnaire 1.)
Table 8
What language skills and to what extent do you 
think you need most?
A little More Most
A. Listening 14%/4% 39%/45% 17%/23%
B. Speaking 2%/2% 21%/13% 61%/82%
C. Reading 16%/11% 26%/30% 17%/27%
D. Writing 11%/13% 30%/23% 35%/32%
E. Translation 5%/0% 18%/23% 44%/45%
(Used with 1st and 2nd year students o f technical subjects (Chemistry, Biochemistry, and Ecology) -  first  
column, and business (Marketing and Management, and Industrial Management) -  second column. See 
Appendix 4, Questionnaire 2.)
Almost all the students from the EBTC (100% and 92%) consider the speaking skill to be 
the most important of the four major skills. 61% and 82% first and second year students 
respectively, questioned in the survey at the Technical University in Bourgas, state that 
they most need the speaking skill. The next most important skill for the informants from 
the survey conducted by Popova and Sokolov is writing - 47% and 4% at the EBTC, and 
35% and 32% at the Technical University. These findings overlap with findings from the 
case studies of the Bulgarian learners (See Table 9). The rest of the outcomes from this 
survey differ slightly from those of the survey conducted as part of the present thesis.
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Learners point out as most important those skills which are the most difficult to develop and 
improve. This is the case with speaking and writing. It has universally been agreed that the 
productive (active) skills (speaking and writing) are much more difficult to develop than the 
receptive (passive) ones (listening and reading). The survey conducted by Popova and 
Sokolov made another revealing finding - learners of EST find it very important for them to 
be able to translate well. This should be taken into consideration when deciding what 
learning/teaching techniques to employ in the EST classroom for the best outcomes. This 
perhaps clashes with the understanding of theoreticians and practitioners of EST in English 
speaking countries. But it certainly does not mean that translation is to be ignored in 
countries like Bulgaria, where English is learned as a foreign language. When there is a 
group of learners who together with the instructor share the same language it is a waste of 
potential to avoid translation altogether. Besides, it is often expected and required from 
specialists to be able to translate materials originally written in English.
83% of the respondents like to learn by doing something with the language (See Popova 
and Sokolov, 1997: 87 and Appendix 4, Questionnaire 3). Even though it is not specified 
in the questionnaire what kind of things, this certainly duplicates the finding from , the 
present case studies as it means that learners appreciate it when they employ language for 
completing tasks and achieving tangible and meaningful outcomes. As far as the “what” to 
be learned is concerned, the respondents from the 1997 survey point out that the skill that 
they most want to develop is speaking (100%), next come reading and writing (92% each) 
and then comes listening (75%) (See Popova and Sokolov, 1997: 87). Similarly, the 
Bulgarian learners focused on
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in the case studies find speaking and writing to be the most important skills to develop in 
the process of learning English (See Table 9). The possible reasons are that the majority 
of people believe that knowing a foreign language means being able to speak it, and the 
writing skill is rather difficult to develop.
Even though it is recognised that a skill cannot be developed adequately and extensively 
if practised in isolation, we continuously think in terms of priorities. Certainly a well- 
balanced timetable and respectively a well-designed syllabus and learning materials 
which provide for the acquisition of the ‘whole’ of English are the best option. But when 
there is the constraint of time, money, availability of resources and qualified language 
trainers, sacrifices have to be made. With adult learners of EST we most often have to 
prioritise topics, language skills, functions and tasks, because they are the type of learners 
who generally have the least time and disposition for learning foreign languages. Their 
understanding of effective and efficient learning and teaching is the most biased because 
of the many years of general foreign language instruction preceding the particular EST 
course.
7A.3.1 Case studies. Starting point
Generally speaking, case studies enable the researcher to carry out a constructive, 
responsive, and, hopefully, strategic analysis of an issue, and to get to tangible results 
reflecting the real needs of real people in real circumstances. This is so because they 
prove what works and what does not. They let us get down to the basics of the problem.
179
Chapter VIIA
The case studies undertaken as part of the present research helped clarify certain aspects 
of the research plan by providing insights into students’ perceptions which would be 
relevant to the further development of a syllabus and learning materials.
□ The initial problem can be expressed as follows:
• Adults learning English for Electronics are dissatisfied with language training based 
on formal methods and using conventional materials.
□ The questions that need to be addressed are:
• How effective learning/teaching English has been in the recent years for the 6 
different cases'}
• What skills are they lacking owing to inadequate teaching methods and materials?
• How relevant is their English to their present situation?
These research questions resulted from the researcher’s experience as a practising 
teacher. The research questions may come from either experience or theory. But these 
two sources "are not mutually exclusive” as Johnson (1992: 83) claims. The researcher 
looked into the 6 different cases of university students who were either on a science 
degree course or had done one. They come from 4 different countries. The data- 
collection techniques that were used are' interviews, questionnaires, informal talks and 
classroom observations. This was
□ the route to finding the answers to the research questions.
The idea to look into several different cases of young people who have studied English as 
a foreign language in their country and are either studying at present in an English
ISO
Chapter VIIA
University, or are planning to do so if circumstances allow it, was bom after the 
quantitative needs analysis of Bulgarian learners of EST at the EBTC (See Section 
7A.2.2). Even though the findings were quite illuminating by themselves, they did not 
stand a thorough quantitative procedure because the number of respondents was rather 
limited. An ideal subject presented itself in the shape of one student from the EBTC, who 
had been accepted by the Department of Electronics at Surrey University. He has 
successfully completed 3 years of a 4-year Bachelor Degree at this prestigious university. 
Since his background story is very similar to that of most learners of EST at the EBTC, it 
was considered useful to track the story of the progress of this young man. It may soon 
become financially possible for more of his colleagues to do degree courses in England 
and other English speaking countries.
It was then considered necessary to compare his responses with those of other students 
from different counties in the south-eastern European region. It was supposed that strong 
patterns could be detected and more interesting and convincing conclusions could be 
reached if a number of cases were looked into simultaneously and studied on a 
comparative basis.
7A.4.1 Profiles of students/respondents from the case studies 
Sasho
A 25-year-old Bulgarian male who graduated from the EBTC in 1996. In September 
1996 he was accepted by the University of Surrey to do a B.Sc. course in Electronics at 
the Department of Electronics. He is now in his third year at the University having done
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his professional training during the placement year. He worked for LUCENT 
Technologies, a company based in Croydon. There he worked on a software development 
project “Voice over IP (Internet protocol) - Investigating the problem of user mobility 
and terminal mobility”. He has had a part-time job at the post office in Guildford since he 
started his B.Sc. course. In Bulgaria he finished a general secondary school and after that 
he did a two-year occupational training course as part of his secondary education. So 
when he went to England he did not have a degree or any work experience. He started 
learning English about 10 years ago when he attended courses randomly in an attempt to 
learn general English. They proved to be very unsatisfactory and ineffective. As a result 
he knew almost no English when he joined an intensive general English course as a first 
year student at the EBTC.
Biserka
A 40-year-old Serbian female, who immigrated to England with her family during the 
political turmoil in Serbia. She is at present doing a Ph.D. in Dance at the Dance 
Department at the University of Surrey. She also has a part-time administrative job at the 
Educational Liaison Centre at the same university. In Serbia she attended a Grammar 
School, which is the best type of school for general secondary education and eventually 
for applying to university. After graduating from this school, she did a B.Sc. degree in 
Molecular Biology and Physiology. She started learning English about 30 years ago - first 
in Primary School and then in Secondary School. She attended general English courses, 
which were not intensive - a few hours a week.
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Kostas
A 25-year-old Cypriot male who is a full-time M.Sc. student in Electronics at the 
Department of Engineering at the University of Surrey. In his home country he attended 
a Private Secondary School where all subjects were taught in English. When he went to 
England for the first time he had no degree, so he had to do a B.Sc. degree first. He first 
started learning English 15 years ago in Primary School in courses comprising one hour 
of instruction a week. Later, at the Private Secondary School English was not only taught 
as a separate subject but was also used as the medium of instruction.
Athena
A 25-year-old Greek female who is a full-time Ph.D. student in Electronics at the 
Department of Engineering at the University of Surrey. In her home country she 
graduated from a Lyceum (for 16-18 year olds), where she studied French. Also in 
Greece she did a B.Sc. degree in Physics. She first started learning English 16 years ago 
outside school. She was given private lessons - three times a week, one-hour lessons.
Peter
A 22-year-old Bulgarian male who is a full-time student at the EBTC. His specialism is 
Electronics. He graduated from the English Language School (secondary education) in 
his native town. He has not had a job yet. He started learning English 12 years ago at the 
English Language School. The general English language course was an intensive one - 18 
one-hour lessons a week during the first year and 10 one-hour lessons a week during the
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next years. The language was also the medium of instruction in Chemistry, Biology and 
History. He has been to England working oh a farm for nearly 6 months.
Tanja
A 21-year-old Bulgarian female who is a full-time student at the EBTC. Her specialism is 
Electronics. She graduated from the Secondary School of Mechanical Engineering, the 
Electronics strand. She has not had a job yet. She has been to England working on a farm 
for nearly 6 months.
Sasho, Biserka, Kostas and Athena went to England to study, and Peter and Tanya will 
choose to do so if circumstances allow it.
7A.4.2 Case study procedure
All six informants were interviewed individually and they were asked the following 
questions, the answers to which are included in Table 9:
1. What methods of teaching English prevailed when you studied the language in your home country?
2. Did you have enougli English when you came to England?
3. Why did you want to learn English when you were at school?
4. Which language skill/s did you find most important?
5. What materials did you find more interesting?
6. Did you take part in the decision making process?
7. If not, would it have made some difference?
8. (a) Which were your major problem areas with the language?
8. (b) Which still are your major problem areas with the language?
9. (a) Which general language skills are most important for coping with your studies in the UK?
9. (b) Which specific language skills are most important for coping with your studies in the UK?
10. (a) Which are the most important language skills for you now?
10. (b) Which are the most important language functions for you?
10. (c) Which of the following ways have you found most useful in learning English:
• by translating into your own language?
• by studying grammar points and practising them?
• by imagining a situation (e. g. In the bank) and practising the necessary language?
• by developing the four skills: listening, speaking, reading and writing?
• by completing a task using English (e.g. phoning the railway station, following instructions)?
• by a combination of some of the above? (Please specify.)
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Table 9
Question
number
as
on the 
above list
Sasho Biserka Kostas Athena Peter Tanya
1. traditional traditional combination of 
traditional and 
communicative
traditional traditional combination of 
traditional and 
communicative
2. Didn’t have 
enough English, 
had to attend a 
remedial course
Didn’t have 
enough English, 
had to attend a 
remedial course
Had enough 
English, didn’t 
attend a remedial 
course
Had enough 
English, didn’t 
attend a remedial 
course
Will have enough 
survival English 
and enough to 
get a job
Will have to 
attend a 
remedial 
course
3. To continue 
studying in 
England
To read literature 
for science & to 
learn about E and 
Am culture, etc.
Everybody 1 earns 
English in Cyprus. 
To get 
a better job.
To read 
newspapers & 
magazines, to 
watch TV 
channels, my 
parents made me, 
to get a better job.
To continue 
studying in 
England, get a 
better job, talk 
to & understand 
native speakers, 
learn about E. & 
Am. culture
To continue 
studying in 
England, get a 
better job, talk 
to & understand 
native speakers, 
learn about E. & 
Am. culture, fil 
in forms and 
write letters
4. l.Spealdng 1.Reading
2. Writing
1.Reading
2.Writing
3.Listening
4. Speaking
1. Writing l.Spealdng
2.Listening
3. Writing
4.Reading
l.Spealdng
2.Writing
3.Listenig
4.Reading
5. More interesting 
are mat. following 
a varied pattern, 
not the ones from a 
textbook
More interesting 
are mat. following 
a varied pattern, 
not the ones from 
a textbook
Not materials 
from the 
textbook.
We had only the 
textbook. It was 
boring
More interesting 
are mat. following 
a varied pattern, 
not the ones from 
a textbook
More interesting 
are mat. 
following a 
varied pattern, 
not the ones 
from
a textbook
6. 50/50 Teacher decided. 
We didn’t take 
part in making 
decisions.
Didn’t take part 
in making 
decisions.
Didn’t take part 
in making 
decisions.
Didn’t take part 
in making 
decisions.
Didn’t take 
part
in making 
decisions.
7. It would have 
made a great 
difference if  we 
could take part in 
making decisions.
A great difference 
if we could give 
opinion.
It would. It would be more 
interesting.
It would certainly 
have made a great 
difference.
Maybe it would 
have made a 
difference.
8. (a) -social English
- note-taking
- seminars
- report writing
- referencing
- analysing
- note-taking
- debating
- giving 
presentations
- style
- logic
social English instructional
English
- note-taking
- style
- relevance
- coherence
- spelling
- grammar
- logic
- referencing
- analysis
- quotations
- social English
- note-taking
- seminars
- debating
- giving 
presentations
- style
- coherence
- spelling
- report writing
- grammar
- logic
- grammar
- logic
- literature 
review
- report writing
- social English
- note-taking
- coherence
- relevance
8. (b) - social English
- referencing
- analysis
- spelling
- coherence
- giving 
presentations
- style 
-spelling
- coherence - social English
- formulating 
questions
- answering 
questions
- debating
- giving 
presentations
- social English
- note-taking
- referencing
- analysis
- spelling
- coherence
- debating
- giving 
presentations
- style
- social English
- literature 
review
- referencing
- analysis
- coherence
- style
- debating
- giving 
presentations
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Question
number
as
on the 
above list
Sasho Biserka Kostas Athena Peter Tanya
9. (a) 1. Writing
2. Sneaking
3. Listening
4. Reading
1. Speaking
2. Writing
3. Reading
4. Listening
1. Writing
2. Reading
3. Listening
4. Speaking
1. Writing
2. Reading
3. Speaking
1. Listening
2. Speaking
3. Writing
4. Reading
1. Listening
2. Speaking
3. Writing
4. Reading
9.(b) 1. Writing 
reports (j, k. 1, m 
are part of it)
2. Transferring 
information
2. Interpreting 
graphic information
2. Accessing the 
Internet
3. Scanning 
3. Skimming
3. Giving/ 
understanding 
instructions
4. Filling in forms
1. Writing reports
2. T ransferring 
information
3. Writing messages
4. Skimming
5. Scanning
6. Interpreting
7. Filling in forms
8. Giving/ 
understanding 
instructions
9. Accessing the 
Internet
10. Summarising 11. 
Comparing
12. Contrasting
1. Writing 
reports
2. Transferring 
information
2. Giving/ 
understanding 
instructions
3. Summarising
4. Comparing
5. Expanding
6. Contrasting
7. Skimming 
7. Scanning
7. Filling in forms
8. Writing messages
9. Accessing the 
Internet
1. Skimming 
Scanning 
Comparing
2. Contrasting
3. Interpreting
3.Writing reports
3. Summarising
4. Transferring 
information
5. Expanding
6. Giving/ 
understanding 
instructions
7. Accessing the 
Internet
8. Filling in forms
9. Writing messages
1. Writing reports
2. Skimming
2. Scanning
3. Accessing the 
Internet
4.Transferring 
information 
Slnterpreting 
graphic info 
^.Summarising
6.Expanding 
^.Comparing 
^.Contrasting
7. Filling in forms
8. Giving / 
understanding 
instructions
9. Writing messages
1. Giving/ 
understanding 
instructions
2. Writing 
reports 
3.Scanning 
4.Skimming 
5.Transferring 
information 
^interpreting 
graphic info
7. Accessing the 
Internet
8.Expanding 
9.Summarising
10. Contrasting
11. Comparing
12. Filling in 
forms
13. Writing 
messages
10. (a) 1.Writing
2. Speaking
3. Listening
4. Reading
1. Speaking
2. Writing
3. Listening
4. Reading
1. Speaking
2. Listening
3. Reading
4. Writing
1. Reading
2. Writing
1.Writing
2. Reading
3. Speaking 
3.Listening
1.Listening
2. Speaking
3. Writing
4.Reading
10. (b) 1. Analyse and 
explain
1. Describe
2.Establish and 
maintain contact
3. Talk about how 
you feel
4. Talk about facts
1. Analyse and 
explain
2. Establish and 
maintain contact
3. Talk about facts
4. Describe
5. Talk about how 
you feel
1. Analyse and 
explain
2. Describe
1. Analyse and 
explain
2. Talk about facts
3. Describe
4. Establish and 
maintain contact 5. 
Talk about how you 
feel
1. Analyse and 
explain
2. Establish and 
maintain contact
3. Talk about facts
4. Describe
5. Talk about how 
you feel
1. Talk about 
how you feel
2. Describe
3. Analyse and 
explain
4. Establish and 
maintain contac
5. Talk about 
facts
10. (c) 1.By developing the 
4 skills
2. By studying 
grammar points
3. By imagining a 
situation
4. Bv completing a 
task
1. By developing 
the 4 skills
2. Bv completing a
1. By developing 
the 4 skills
2. Bv completing a
1. By developing 
the 4 skills
2. Bv completing a
1. By developing 
the 4 skills
2. By studying 
grammar points
3. By imagining a 
situation
4. By completing a 
task
5. By translating
1 .B y
developing the 
4 skills
2. By studying 
grammar points
3. By imagining 
a situation
4. By
completing a 
task
task
3. By studying 
grammar points
4. By translating
task
3. By studying 
grammar points
task
3. By imagining a 
situation
The analysis of the table above and the analysis of the comments and attitudes of the 
respondents to the teaching unit, presented further on, reveal more similarities than 
differences. The findings serve as a sound basis for making generalisations about:
• the type of learning/teaching that learners prefer to be involved in;
• the type of learning/teaching materials they have a liking for;
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• leamer-involvement;
• EST language skills priorities;
• the most important language functions for learners of EST;
• the most effective and useful ways of learning English.
These in turn provide insights into syllabus and materials design, materials manipulation 
and exploitation, methodology improvement and innovation, and leamer-involvement in 
the complex learning-teaching process.
The respondents demonstrate an awareness of the need for concrete specific language 
skills developed and sustained in communicative situations by means of carrying out 
meaningful tasks. Their immediate practical need for EST (in most of the cases English 
for Electronics) predetermines their concern for sustainable specific language skills. Their 
background in English language learning has taught them some bad lessons. Now that 
four of them are studying in an English university, they do experience certain difficulties 
because of the insufficient, scholastic, not-properly-focused English language training 
they have received at home. Since they need specific English language skills in order to 
progress with their subject specific courses, they have grown critical of their knowledge 
of English and are invaluable sources of information as to what of the English language is 
most needed in a specialised academic environment and to what extent.
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7A.4.3 Comments on Findings Included in Table 9
General information
1. The respondents come from four different countries: Cyprus, Greece, Serbia, and 
Bulgaria. Therefore, the conclusions should be valid in a more general context than 
just the context of a single country.
2. Similarities. There are a number of characteristics, which the respondents have in 
common.
• They all come from non-English speaking countries, therefore the environment in 
which they used to, or are still studying English (the Bulgarian students) was/is very 
similar. In all the four countries English is taught as a foreign language.
• Five of the six respondents are about the same age. The way they learned English 
must have been influenced by the same developments in the theory and practice of 
TEFL (Teaching English as a Foreign Language).
• Three of them are at present doing degree courses in the Departments of Engineering 
and Electronics. The fourth one has a degree in Science. Two - are studying at the 
English-Bulgarian Technical College and will, perhaps, continue studying towards a 
degree in the sciences.
Comments on the results from the questions asked
1. Prevailing methods of teaching English in their country
Traditional methods of teaching were employed in the English language courses which
four of them attended and a combination of traditional and communicative ones in the
courses attended by two of them. They all express dissatisfaction with traditional methods
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of teaching - reading a text, translating it, learning new vocabulary and practising 
grammar in grammar exercises.
2. Level of English
Two of the respondents (from Bulgaria and Serbia) had to attend a remedial course in 
English. Two of them (from Cyprus and Greece) did not have to attend a remedial course 
in English. One of the Bulgarian students (still studying in Bulgaria) thinks she will have 
to attend a remedial course and the other one feels he will have enough survival English 
and enough to get a job.
3. Reasons for learning English
Three of the respondents wanted to learn English in order to be able to continue their 
studies in the UK. Four of them thought that having English would give them 
opportunities to get a good job. Two - needed English to be able to read materials in their 
subject area.
(Numbers are higher than the number o f the respondents because they have given more than one answer.)
4. Most important language skill when they were in their country
The most important language skill for three of the respondents (all of them from 
Bulgaria) was speaking, for two of them - reading, and for one of them - writing.
5. More interesting teaching materials
All six of the respondents prefer materials which follow a varied pattern. They find 
coursebook materials boring and uninteresting.
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6. Taking part in decision-making about teaching/learning
Five of them did not take part in making decisions about what, when, how and with 
whom to study. The teachers were the decision-makers and left no room for learner 
opinion and contribution. One of the respondents (from Bulgaria) declares he could give 
an opinion and partly influence decision-making related to choice of materials (on a 
50/50 basis).
7. All six of the informants declare that it would have made a great difference if they had 
had a chance to give an opinion about the learning/teaching process and the materials 
used in the classroom.
8. (a) Problem areas were:
For two of them social English was a major problem area. For three of them note taking 
was a difficult skill. The respondents, who are at present studying in England, had 
difficulties with the academic language skills when they first started doing their degree 
courses.
8. (b) Problem areas still are:
Social English still remains a problem area for four of the respondents. For all of them the 
academic language skills like giving presentations, using the proper style and coherence 
rank high in the scale of difficulty.
190
Chapter VIIA
The respondents acknowledge the need for social English, perhaps because they have 
found out in real-life situations that they lack the skills, which make it possible for them 
to be integrated into the English speaking society they would like to and need to be 
accepted. Even though EST courses are not the most favourable for developing the right 
skills for social English competence and do not leave much room for this, being time- 
limited, attempts should be made to work at least at the basics of social English 
communication.
9. (a) General language skills most important for coping with studies in the UK
For three of the respondents (who are studying in England) writing is the most important 
general language skill. For one of them speaking is the most important language skill. 
Alongside her studies this informant has got a secretary’s job which requires a lot o f 
listening and speaking interaction with the rest of the staff visitors and over the phone. 
Writing is the next most important skill for her, perhaps because of the amount o f 
academic writing necessary to her Ph.D. studies.
For two of the respondents listening appears to be a very important skill. These are 
students at the EBTC who have had fewer chances to interact with native speakers and 
find it difficult to understand spoken English. For these two speaking is the second most 
important skill, perhaps for the same reason. Four of the respondents find reading to be 
the least important skill, perhaps because it is the easiest to acquire and they have 
developed it.
191
Chapter VIIA
9. (b) Specific language skills most important for coping with studies in the UK
For four of the respondents writing reports is the most important one. For one of them it 
comes as the second most important one. Transferring information ranks fairly high in the 
scale of difficulty. For three of the respondents it is the second most important skill and 
for the other three it comes fourth and fifth respectively. .
10.(a) Most important language skill for the informants now that they are in (or 
have been to) England
For two of the respondents writing is still the most important skill, for two of them - 
speaking, and for the other two reading and listening respectively. Writing comes second 
for two of the respondents who have listed speaking and reading as the first most 
important one.
10. (b) Most important language functions
Analysing and explaining is the most important language function for five of the six 
informants and for the sixth one it ranks third. Describing comes second for the majority 
of them.
10. (c) Most useful ways of learning English
All the six respondents point out that developing the four basic language skills 
simultaneously is the most useful way of learning English. For three of them completing 
a task comes as the second most useful way of learning English and for the other three - 
studying grammar points.
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As well as the above general questions each student was shown a sample unit and asked 
to go through it, do the tasks and activities and comment on them. The respondents’ 
opinion and attitudes to the sections of the unit are included in Table 10.
7A.4.4 Comments about a Unit: Security Shop-Tag
(A detailed plan o f the unit done by the respondents is available in Section 8.1.4 o f  Chapter VIII.)
Table 10
Task
Activity
Saslio Biserka Kostas Athena Peter Tanya
A.Warm-up
stage
Yes, I think it is 
very
interesting.
A very active way 
of doing things. 
Activates thinking 
in English. Good 
b/se they talk 
about areas they 
know smth about.
This is really 
good because 
they start talking 
about something 
they already 
know, not getting 
the many details 
of smth unknown.
This task 
introduces the ss 
into the topic and 
sets them thinking 
about things they 
are familiar with
This is a very 
good way of 
attracting ss’ 
attention to a 
particular 
electronic device. 
Most o f  the ss 
will certainly take 
part in it.B. Diagram Original. You 
see a picture 
and relate it to a 
text. It’s not 
mechanical.
You make your 
explanation by 
just looking at 
the picture.
It is really very 
usefiil b/se it is 
practical task & 
then ... you are 
learning the 
words. Interesting 
task. Helps ss to 
find out specific 
terminology.
A good method 
of learning the 
name of each 
component in E, 
not having to 
translate. I was 
never taught with 
this method.
It is really good. 
It helps you very 
much to leam 
words that you 
don’t know. It’s 
better if  you see 
smth than just 
read words trying 
to memorise long 
lists. It’s better if 
you practise them.
This is a task 
which helps the ss 
leam new words 
in a specific 
context. By 
referring to the 
diagram and the 
given info, they 
can guess what 
words are 
missing. Ss 
should be 
discouraged from 
using very many 
LI words.
Ss will feel more 
relaxed if  they 
can use LI words 
if  they don’t 
know certain 
English words. It 
helps the t-er to 
find out what the 
ss’ lacks are.
C. Input 
stage
By reading the 
info a number of 
times ss leam 
phrases in 
context.
I find it 
interesting I’m 
sure a lot o f ss 
like arranging 
jumbled texts. It’s 
like doing a 
puzzle. The 
outcome is 
rewarding.Topic It’s a new topic. 
Probably they 
have never met 
it before.
It is very 
interesting. Like a 
workshop.
It would be very 
interesting and 
very helpful.
I find the topic 
interesting and 
stimulating ss’ 
thinking
Game Communicative
enough
Interesting. Need 
to think about the 
question. Have to 
be concentrated. 
Speaking is 
difficult, so they 
really need to 
work on that.
This would be 
better, & the way 
you can improve 
your oral E as 
well not only 
your written one.
This is very 
usefiil. It’s not 
just grammar, 
when they have to 
read it. It’s better 
when you practise 
it. It’s really 
better. It’s really
This activity 
develops the 
speaking skill in a 
meaningful 
context.
A very important 
activity.
Everybody is 
more at ease 
when having to 
speak as part o f a 
game. The 
speaking skill is
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Task
Activity
Sasho Biserka Kostas Athena Peter Tanya
useful. developed 
without stress and 
strain.
Task E. Most imp. task - 
to expand the 
paragraph. When 
you see the 
original text - 
more confident 
later in your 
writing.
Paragraph writing 
is very important. 
It is smth I find 
difficult to do. Ss 
will get to know 
the connecting 
words and 
phrases, which 
make a text 
coherent.
TaskF.
TaskG.
Grammar
focus
It is very good 
to discuss the 
grammar in the 
text.
Important. When 
you compare with 
the original, you 
pick up useful 
structures, 
patterns & 
grammar
Develops an 
awareness o f and 
reinforces the 
most often 
occurring 
grammatical 
structures and 
patterns.
Ss get to know 
grammatical 
structures and 
patterns in 
authentic 
contexts. It 
happens in a 
relaxed Way.
Task H.
Summarising
It is useful. We 
have long texts 
and we have to 
find the crucial 
sentence.
And the summary 
sentence is good. 
This is the 
difficult part with 
the papers.
It develops the ss’ 
skills for picking 
up the most 
essential info and 
turning it into a 
summary 
sentence.
It’s a good way of 
learning how to 
summarise texts.
Task J. 
Follow-up 
activity .
Interesting topic. 
Method is 
interesting and 
they can develop 
a lot of their 
skills.
A very useful 
activity. It 
stimulates both 
ss’ thinking and 
the expression of 
ideas and helpful 
suggestions. 
Develops the 
speaking skill.
Practice in giving 
opinion and 
making 
suggestions.
TaskL. It is a challenge 
for them than just 
a trad, way of 
reading the text & 
translating. 
Developing . 
speaking & 
listening skills.
This is an 
interesting way of 
engaging ss’ 
attention and 
making them go 
beyond the 
classroom texts 
and expanding 
their knowledge 
in the given topic 
area
Paragraph
writing
Develops writing 
skills and ss can 
apply their 
knowledge of 
cohesive devices 
with a purpose.
This is good. 
After you actually 
understand what 
this thing is, you 
can describe it.
TaskM . Instead of just 
taking passive 
knowledge, ss 
have to bridge 
information gaps 
to do the task. 
Communicative. 
Develops 
speaking and 
listening skills.
This is actually 
practice in what 
you have learned 
in the class. This 
is really great.
General
comments
All the
exercises are
Different
approaches to
I wish I had this 
kind of classes in
This is a very 
interesting way of
As a whole, this is 
an interesting way
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Task
Activity
Sasho Biserka Kostas Athena Peter Tanya
manageable.
Not difficult. 
The exercises 
are good from 
the point of 
view that you 
put the ss in a 
different field 
than their 
normal studies. 
Well-structured 
exercises.
developing skills. 
Communicative 
activities. More 
active than 
passive. A good 
combination of 
providing the ss 
with original 
models and 
eliciting language 
from them.
English. It’s 
really interesting. 
It keeps the 
students doing 
something all the 
time and thinking 
something. It’s 
not a kind of 
boring class that 
you just go and 
read and do the 
grammar and go 
home. This is 
really interesting.
presenting new 
grammar points 
and new 
vocabulary. We 
not only develop 
various lang. 
skills, but also 
leam about the 
design and 
component parts 
of ingenious 
electronic 
devices.
o f organising ESP 
classes. Ss will 
certainly pay 
attention to what 
is being offered to 
them because it is 
non-traditional. I 
myself am really 
interested in such 
varied activities 
because they are 
meaningful.
Duration 3 to 5 hours. Half an hour for 
just one specific 
task.
3 hours. You have 
things to say. It 
depends on the 
number of 
students in the 
class.
4 - 5  classes. 
Students
shouldn’t be 
rushed.
Perhaps 3-5 
classes.
7A.4.5 Analysis of respondents’ reactions to sample unit - Security Shop-Tag
The respondents’ reactions and attitudes to the sample unit they were asked to do and
comment on are revealing in a number of ways.
• They appreciated the texts being authentic and providing interesting facts.
• They call it a very “active” way of doing things. This is obviously a response to and
appreciation of the ‘doing- things-with-language’ technique.
• They find it a good way of getting students to talk about things that are in the scope of 
their subject specific interests.
• To them it is a challenging topic and they feel that most students will be interested to 
take part in the activities.
• They find the exercises manageable.
• They are attracted by the communicative type of activities and express a wish they
had had the chance to learn English this way.
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• They realise they are not only developing language skills but also learning things 
about a common device they did not know anything or much about.
• The unit has been designed in an interesting way, which surely makes the lessons 
interesting. “It’s not a kind of boring class that you just go and read and do the grammar.”
• They find it an interesting way of presenting new grammar points and new 
vocabulary.
• They appreciate the use of pictorial material and evidence of facts and ideas which 
makes translation into the mother tongue useless.
• The ‘rearrange the jumbled text’ and other such activities are something they find 
attractive and rewarding.
• The speaking skill, which is a difficult one to master, is practised in a relaxed way, as 
part of a game. It is developed without stress or strain and in a meaningful context.
• The writing activities are important as they develop the writing skill and in particular 
how words and phrases are linked to produce a meaningful coherent text. It is particularly 
useful for students’ academic writing classes in the subjects. They have to handle long 
texts and be able to summarise them in English both orally and in a written form.
• Grammatical structures and patterns are presented in an authentic context and they are 
internalised in a relaxed, unobtrusive way. Grammar is important to the respondents 
despite their preference for communicative methods of learning. They need to have a 
reliable knowledge of the structure of language, even though the majority of them are 
living and studying in England.
• Bridging information gaps, while doing tasks, is considered an advantageous way of 
practising the speaking and listening skill.
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• The overall impressions of the informants are fairly positive. They are appreciative of 
the originality of the tasks and activities, which in their opinion are “a good combination 
of providing the students with original models and eliciting language from them.”
7A.4.6 Insights into Learners’ New Roles and Attitudes.
Learners as active participants rather than passive recipients of language input
All six of the respondents from the case studies think it would have made a considerable 
difference had they been allowed to take part in the decision-making process concerning 
what was to be learned and how. Only one of the respondents says he could take part and 
that on a 50:50 basis. In all the other 5 cases it was always the teacher who decided what 
was to be learned and how. A conclusion emerges that adult learners expect and need to 
be asked about what they feel is useful, important and pertinent to them to be studied in 
the classroom.
This conclusion is even more relevant when adults study EST, since their knowledge of 
and experience in their specialisms enables them to realise what of the language and to 
what extent they need at present, or will need in the future. This is not just an assumption. 
It is a conclusion based on the researcher’s personal experience with learners of EST at 
the EBTC (See Section 7A.2.1).
The respondents from the case studies are positive towards the involvement of learners in 
activities beyond the actual text exploited in the classroom. They realise and point out 
how important it is to be involved in doing things with language rather than be made to
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repeat and remember language points. This confirms earlier ideas revealed in Section 
7A.2.1.
Learners’ attitude to non-traditional authentic materials treated in a non-traditional 
way
All the respondents state that they find more interesting the materials which are not from 
the textbooks. Also they prefer to work with learning materials which follow a varied 
pattern. This, of course, excludes the majority of coursebooks in which all the task types 
and activities repeat themselves in each of the units.
The topic appears to be interesting even to those respondents who are at present living in 
England and have a background in electronics. It is therefore rewarding to go for such 
authentic texts which appear in the media and are not meant for a highly specialised 
audience. They appear to contain both interesting and new facts and appropriate language 
for adult learners of EST. Their potential for language exploitation is considerable too.
In their comments about the unit “Security Shop-Tag” the respondents explicitly express 
their interest in those tasks and activities which they have not done in the English 
language courses they have attended. Variety attracts their attention and they appreciate 
the interesting, non-traditional, communicative and meaningful things that they can do 
with the foreign language. They feel that the suggested tasks and activities help learners 
to develop various integrated skills.
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7A.4.7 A search for patterns:
The patterns which repeat themselves are the following:
• Traditional ways of learning/teaching used to prevail in the courses attended by the 
respondents:
- teacher-centred: teacher takes all the decisions about course materials, tasks and 
activities. Learners are almost never consulted and they do not cooperate in the decision 
making process. Teacher - the omniscient source of all knowledge of English.
- non-communicative: more teaching than learning, language skills are not developed in 
life like activities, simulations, role-plays, etc.
- focus mainly on the grammar and vocabulary of the foreign language
- rote learning seems to have been promoted
- few opportunities for the language to be used for communication outside the classroom 
in the native country of the learners (non-English speaking countries)
- reading and writing were the most important language skills for the learners while they 
were in their home country
• All six informants point out that the most useful way of learning English is by 
developing the four basic skills. For 3 of them studying grammar points and practising 
them comes second. For the other 3 completing a task is the second most useful way of 
learning English. The conclusion that emerges here is that learners realise the importance 
and feel the need to develop as an integral whole the four basic language skills. They are 
also aware that there must be a ‘skeleton’ - the grammar rules and patterns - for the skills 
to ‘hang’ onto. An approach based on completing tasks ranks as second and reflects the 
learners’ awareness of the importance of being able to do things, to function adequately,
199
Chapter VIIA
to carry out activities through the medium of the foreign language. A perfectly feasible 
approach to learning/teaching then would be one, which combines a skills-based, with a 
structural, fimctional-notional, and a task-based approach. Eclecticism seems to be the 
right word for an approach reconciling these four.
• The learners place emphasis on different functions because they need to do different 
things with English and because they participate in the English speaking community on 
different social levels. This tells us that the specific functions that learners are to be 
trained to perform in the foreign language depend largely on the particular applications 
that they are going to put the language to. Teachers and syllabus and materials designers 
need to take into account in what social and hierarchical position the learners are likely to 
find themselves immediately or soon after they finish a language course. This is essential 
for the quick and non-problematic integration of the learners in an English-speaking 
community. They need to know what register of English is to be used for what functions 
and with what people.
e While in their home country, three of the learners thought that speaking was the most 
important language skill. All three of them come from Bulgaria. It is the researcher’s 
belief that this is due to the strong conviction in Bulgarians nowadays that knowing a 
foreign language basically means being able to speak it. English is the language of 
tourism, commercial and informational exchange, business contacts in general. 
Bulgarians have always strived for good pronunciation which tends to come easy to them, 
unlike some other nationalities, which, as a rule, tend to find English pronunciation most 
difficult and, therefore, inimitable. These three informants have obviously had few
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opportunities to practise speaking English and think that, since they are lacking in this 
skill, it is very important.
7A.4.8 Conclusions
In the light of the above patterns emerging from the informants’ answers in the case 
studies and their responses to the sample unit, there is a strong indication of the need to:
• Depart from traditionally accepted ways of teaching. Therefore, the new role of 
learners as active participants in the decision-making process, needs to be reinforced. 
With adult learners, who have already developed an awareness of their needs in relation 
to a particular occupational or study field, it makes sense to call upon their preferences 
and wants, concerning topics, learning mode, choice of learning materials, tasks and 
activities. The classroom should be centred on the learners and the teacher should be in 
the background. Nonetheless his/her role remains significant. It is even more demanding 
than the traditional role of the teacher because it is much less predictable and self-guided. 
Unexpected turns may call upon the teacher’s ability to act in a flexible, innovative and 
creative way.
• Place emphasis on learning rather than teaching. The long-standing conviction of a lot 
of practising teachers and theoreticians that the more the teacher teaches the more the 
learners leam has been proven wrong by the recent ESP practice. There is no one-to-one 
relationship between these. People leam more effectively in life in general when they are 
allowed to do things themselves, not just to observe other people doing them. Therefore, 
a ‘model’ should be set at the beginning but afterwards the learners need the freedom and 
the opportunity to do, to use, to investigate, to create and even to make mistakes in order
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to arrive, with time, at the competence of independent users of language. In EST learning 
this means employing real-life tasks in and outside the classroom for meaningful 
purposes and tangible outcomes.
• Avoid rote learning of specific vocabulary and language structures and focus on 
sensible communication promoting creative use of acquired language for specific 
purposes.
• Develop all the four major language skills and the variety of subskills which have a 
role to play in the process of learning EST. Therefore, none of them is to be totally 
neglected. Some of them certainly weigh more under particular circumstances and we 
should, therefore, pay greater attention to them. But to claim that reading, for example, is 
the most important language skills for students in Electronics is to be narrow-minded and 
to neglect the variety of applications of English within this specific field of human 
knowledge and the constantly expanding possibilities for communication among people. 
This is a conclusion based on the respondents’ opinion, as well as on the researcher’s 
practical experience.
• Use the foreign language to complete practical tasks in order to enable the successful 
acquisition of English. Therefore, the task-based approach should be adopted as a 
relevant asset of the EST syllabus and materials design, since in the area of EST the 
foreign language is only a means to the end of achieving more immediate study and 
professional purposes. This becomes evident in the answers of the informants who have 
realised that knowing a language means being able to do things with it, not to recite long 
lists of words or do pattern drills.
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Now that the needs and preferences of the respondents have been outlined, there arises 
the need to design learning/teaching materials for inside and outside the classroom 
exploitation that would work in a way similar to the one of the suggested unit. The 
expectations of adult learners are obviously directed towards non-traditional authentic 
materials, treated in ways different from those in some published coursebooks, 
involving them as active participants rather than as passive recipients of language input, 
allowing for doing things with English to develop the right skills and to achieve 
meaningful outcomes.
However, before proceeding to materials and syllabus design, it was also necessary to 
identify the needs of SMEs -  the future employers of the majority of graduates. This 
would then enable the creation and adaptation of teaching materials and the focussing on 
the appropriate skills. Ultimately, things would be shaped better to suit the needs and 
demands of both individuals and society.
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CHAPTER VIIB
A STUDY OF THE NEEDS OF SMES 
7B.1 Introduction
The study of the needs of SMEs was undertaken because they are the most likely 
employers of graduates with a degree in the technical subjects with English. In the 
period of transition towards a market economy the large state enterprises have given way 
to the small private businesses, which have become ‘economic drivers’ of the changing 
economies of the new democracies. They are the source of new job creations and 
innovative schemes which enhance the economic growth. Most of them are trying to go 
international by establishing import-export links with foreign partners or by getting into 
joint ventures. This is particularly true of the region of Bourgas since it has got the 
infrastructure - a large port and an airport, a well-developed road and railroad system, 
customs facilities, and a free zone. All these, together with the convenient geographic 
location of the region, make the enterprises attractive partners for foreign companies. 
The need for English among these SMEs is inevitable bearing in mind that English has 
established itself as the language of international communication in all sectors. The 
demands that the enterprises are placing on education in this respect are crucial for both 
the success of the businesses and the future of EST in Bulgaria. These demands need to 
be first identified and then the appropriate measures should be taken to meet them.
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7B.2 Which SMEs and why
The SMEs, among which the questionnaires were distributed, represent manufacturing, 
trade, the sub-contractor sector, and consultancy. They are not a homogeneous body and 
have different needs. Yet, it becomes evident that they do share some common needs. 
The SMEs which are looked at in the survey are to a great extent a representative cross 
section of the SMEs in Bourgas region, in which businesses linked with the port (export, 
import) are its hallmark. Some of the SMEs are engaged in small-scale production of 
consumer goods - another typical trend in the activities of small business after the 
changes. The aim of this survey is to track the expectations and the current needs of 
employers in view of the skills, qualifications and language competence they expect and 
require from their work force. This will help outline the students’ English language 
employability skills and take the necessary measures to allow for their development in 
the EST language courses provided at university level. Next to nothing has been done so 
far to map out the profile of these skills on a national or regional level. The labour 
market changes on regional and local levels have not been fully identified and analysed. 
Therefore, there is a mismatch between what undergraduates are learning and getting 
qualified in and the actual needs of prospective employers.
The majority of small businesses do not have the money, time, expertise, and sometimes 
the initiative to train or re-train their staff. It is, therefore, very important for them to 
employ specialists who possess the right qualification and skills. What education can do 
to help here is to provide for the development of the appropriate skills for particular 
sectors.
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7B.3 How the survey was conducted
Twenty small companies were addressed in this survey. Questionnaires were taken to 
their offices and left with either the secretaries or the managers themselves. The request 
to answer the questions was incorporated in the questionnaire list and was also passed by 
word of mouth. The aim of the survey was explained briefly. A date for collecting the 
filled in questionnaires was then fixed.
This was a time consuming way of distributing and getting back the questionnaires but it 
was the only reliable one. It had already turned out that companies completely ignored 
survey materials sent to them by post. It was much easier to get feedback from them 
when they saw the researcher in person, heard where she worked and what the purpose 
of the questionnaire was. They also had to be assured that the name of their company 
would not be quoted in the research. Obviously, they fear exposure and unfair 
competition. It is the feeling of insecurity of SMEs that makes them behave in this way. 
The manager of one medium-sized company even said to me they had an excellent 
interpreter/translator and did not need another one. She had obviously been left with the 
impression that somebody was trying to make her employ another English language 
specialist.
Apart from the above reasons, people in Bulgaria are generally not used to participating 
in surveys. There is almost no tradition in researching public opinion through mailed 
questionnaires. Hence the mistrust displayed by the majority of individuals and 
companies.
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The respondents answered the questions from the questionnaire included below. The 
only open-ended question is N° 14. Pre-defined questions have been preferred because 
employers tend to be reluctant to devote much time to surveys, which presuppose 
writing down long answers. They are generally more prepared to respond to questions 
which list the possible answers.
QUESTIONNAIRE
Please answer the following questions by circling the answer that best describes the situation in your company. Give the name o f  
your company if  you don’t mind. Thank you for your cooperation.
Name o f the company
1. How big is your company?
a) small
up to 5 people 
up to 10 people 
up to 15 people
b) medium
up to 20 people 
up to 25 people 
more than 25 people
8. Our employees use English
a) all the time
b) very often
c) sometimes
d) rarely
2. What does your company deal with?
a) manufacturing
b) trade
c) mediation (?)
d) consultancy
e)
9. They need English in their work
a) to make telephone calls
b) to write letters, faxes, e-mails
c) to translate
d) to interpret
e) to work with a computer
3. Do you have business contacts with 
foreign companies?
a) yes
b ) no
10. The specific field in which they need 
knowledge of English is:
(Please specify and write down.)
4. Do you need to use English when working 
with your foreign partners?
a) yes
b) no
11. The most difficult English language 
skill for our employees is:
a) writing
b) reading
c) listening
d) speaking
5. The most important language skill 
for your employees when using English is:
a) speaking
b) writing
c) reading
d) listening
e) a combination of a, b, c, d
12. Our employees need to get on
a) an ESP course 
(Please, specify the field.)
b) a General English course for 
beginners
intermediate learners 
advanced learners
6. Most important for you is your employees’ 
knowledge of and skills in:
a) general English
b) narrowly specialised ESP
c) less specialised ESP, e.g. English for Science 
and Technology, Business English
13. Most important for coping with the work 
when English is required is precision of
a) grammar
b) pronunciation
c) specialised terminology
d) writing
e) translation
(You may circle more than one answer. Please 
grade them in order of priority.)
7. The level of ESP o f your employees should be:
a) advanced
b) upper-intermediate
c) intermediate
d) lower-intermediate
14. Please list five skills in order o f importance which you 
feel are important for graduates to have when they arc 
appointed to your company.
207
Chapter VIIB
7B.4 Discussion
When the filled in questionnaires were collected and the results analysed, a number of 
patterns emerged. Firstly, it became clear that all the respondent SMEs have contacts 
with partners from abroad. This is not surprising bearing in mind what has been said in 
section 7.B.2. The important thing is that they all need English for their business 
contacts. In the short face-to-face interviews with seven of the employers it turned out 
that knowledge of English is a major requirement when they appoint employees for most 
of their vacancies. They do not conduct an audit or a test but accept as valid documented 
English language qualifications such as secondary or high school certificates or those 
from extra-curricular courses. This is an indication that they rely on the level of the 
language knowledge and skills developed at school and university. Secondly, it turned 
out that they are very often dissatisfied with the practical manifestation of these once 
their employees start working for their company.
For 60% of the respondents there is no single most important language skill. A 
combination of all the four main language skills is essential for the successful and 
effective performance in the jobs they offer. This is to say that none of the skills is to be 
neglected when English is learned and taught. Each skill helps develop the other skills, 
some skills even more so. It is thought helpful to know which skills or sub-skills are 
more often called upon in order to give priority to them under the time limitations o f 
EST courses.
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Most important for 60% of the SMEs is their employees’ knowledge of and skills in less 
specialised ESP, e.g. English for Science, Technology and Engineering and Business 
English. 30% look for narrowly specialised ESP and 30% - for general English 
competence (some SMEs have given more than one answer). In the informal interviews 
conducted with the majority of them, they said that when the people they employed had 
sufficient ESP in the required broader field it was very easy to amass the specific 
terminology of, say, quantity and quality measurements, marine and cargo surveys, 
shipping, business correspondence, etc.
All the SMEs, which were contacted, look for advanced and upper-intermediate level of 
English in their employees. The expectations are really high since their business depends 
very much on effective communication with foreign partners. With 60% of the SMEs 
English is employed very often and with 40% - all the time.
The activities that English is needed for indicate that indeed all the four basic skills have 
to be well developed. All the respondents say that the people who work for them need to 
make telephone calls, write letters, faxes and e-mails. Translation and interpretation is 
needed by 50% of them. Working with a computer has been pointed out by 90% of the 
employers. This means that the staff of SMEs need the English of computing and 
computers, alongside IT skills.
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The types of ESP that are needed in the addressed SMEs are business English, English 
for shipping, cargo and marine surveys, electronics, computing, general engineering. 
(These are not listed in order of priority.)
Speaking and writing are the language skills that employees find more difficult than 
listening and reading. This is not surprising since speaking and writing are the 
productive skills and as such are more difficult to develop adequately.
All the respondents have been unanimous in saying that precision in pronunciation does 
not matter for the successful and effective carrying out of a job in their business. 20% 
say that precision of grammar is important. 80% think that precision of specialised 
terminology, writing and translation are most important for coping with their work.
All the employers, whose staff do not have sufficient English, think that they should get 
on an ESP course. 30% think that they need intermediate and advanced general English 
courses. The rest differ in their opinion due to the different sector they work in. They 
declare a need for specialised English courses in the language of computing, electronics, 
business, business correspondence, shipping, trade, marketing, tourism, stock control. 
The manager of only one small business declares that they do not need any ESP or 
General English training since all their employees have graduated from an English 
Language School and are excellently prepared for the kind of jobs they have to do.
There is quite a variety in the answer to the open-ended question:
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Please list five skills in order o f importance which you feel are important fo r  
graduates to have when they are appointed to your company.________________
It is due to the personal understanding of employers of what a good employee is.
Qualities have been listed alongside skills. Despite this inconsistency, which can be
expected with open-ended questions, a number of qualities and skills repeat themselves.
The following are the results from the answers to the above question.
Table 11
20 SMEs
Skill 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20
Flexibility V - - V - V V V - V V V - V - V - - - -
IT skills V V V V V V V V V V - V V V - V V V V -
Communication - - V - - V - V V V V - - V - - V - V V
Teamwork V - - V V - V - V - - V V - - - V V V V
Language - V V - V V - - - V - V V - V V V - V V
Specialist
knowledge
- - V - - - V - - - V - - V V V - V - V
Qualification V V V - - V V V V - V - - - - V - - -
Decision­
making
V - - V V - - - - V - - - - V V - - - -
Responsibility - V - - V - - - - - - . V V V - - V - -
Personality - V - V - - - V V - V V V - V - - V V V
Knowledge of English is an important skill for 60% of the respondents. The skill to 
work in a team also scores high. This is a good indication of the changing company 
culture of the new entrepreneurs. Teamwork can certainly be fostered during an EST 
course and during any other course. Computer literacy and IT skills are also among the 
five most important skills for 85% of the respondents. Communication is recorded as an 
important skill by 50% of SME managers. A number of personal qualities, like 
discipline, honesty, efficiency, discretion, loyalty, and good manners, were listed 
alongside skills. These have been included in the table under the heading Personality.
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7B.5 The European Context
It is interesting and useful to find out where the Bulgarian SMEs stand in the European 
context. The processes of European integration, in which Bulgaria has been recently 
involved, present quite a lot of challenges for many aspects of the economy and 
education. Among them is certainly the need to ensure an even larger-scale and better 
delivered English language training for Specific Purposes. It should also be taken into 
consideration what other skills are expected of graduates to have if they are to become 
part of the entire mobile European workforce.
A study of the top skills looked for by SMEs in graduates in Europe conducted by 
Hobrough and Bates (1998) resulted in some interesting findings. The countries looked 
at are the UK, Ireland, Finland, Denmark and Germany.
Table 12
Skills UK IRL FIN DK D
1. Work experience 6 7 5 2 2
2. Interpersonal skills 4 6 7 8 6
3. Commercial awareness - 10 3 4 9
4. Qualification 4 4 4 7 -
5. Flexible 7 - 10 1 3
6. Specialist Knowledge - 2 1 - 1
7. IT Skills 2 1 4 - -
8. Communication 1 3 9 - -
9. Personality - - 6 2 5
10. Teamwork - 8 - 5 7
11. Foreign Language - - 2 - 8
(Numbers relate to position on Country list)
7B.6 Bulgarian SMEs and the European context
It is interesting to see how Bulgaria compares with the above findings. The results which 
will be quoted further down are not comprehensive, but are indicative of a small cross-
212
Chapter VIIB
section of SMEs in Bourgas region. The 14 respondents, managers of SMEs from 
different sectors, were asked this open-ended question at a seminar on developing the 
education-business partnership (See Chapter I, 1.4.1):
Please list in order o f preference the skills and competencies you feel are most 
important for a student to have when you employ them. List at least ten skills.
The analysis of the responses showed the following order:
1. Flexibility
2. IT  skills
3. Communication
4. Work Experience
5. Teamwork
6. Language
7. Knowledge
8. Responsibility
9. Persistence
10. Ambition
It is important and interesting that the first seven of the above skills appear on the list of 
top skills from the European survey even though in a different order. The last three - 
Responsibility, Persistence and Ambition, could perhaps be seen as elements of 
Number 9 -  Personality (See Table 12). The result that is of interest to the present 
research is the inclusion of Language (Foreign) in the list. The understanding is that it 
has to be mainly English. The respondents were not asked to specify, but the mini­
survey was conducted during a seminar run in English by Hobrough (1999), a guest 
lecturer from Surrey University. The medium of communication was naturally English 
and the importance of English as an international language had been unanimously 
agreed on.
The importance attributed to English in a country like Bulgaria, is understandable. The 
limited use of the national language is a hindrance to effective international business 
contacts. In some of the countries looked at in the European survey English is the
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mother tongue, therefore, it is not a skill looked for by SMEs. Finland and Germany 
display an awareness of the importance of a foreign language when employing graduates 
(See Table 12).
Other skills identified as important by Bulgarian SMEs and of relevance to the present 
research are the IT skill, communication, teamwork and flexibility. Apart from being 
general skills, they can be seen as skills developed through learning/teaching a foreign 
language. In this sense the importance attributed to them should be taken into 
consideration. The reasons why this is seen as pertinent are the following:
1. In order to develop the right skills to use the Information Technology one needs to 
understand the language of IT, which, in the majority of cases, is English. One of the 
most recent developments of IT, the WWW and the tools of using it - hardware and 
software, is a convincing example. The information flow on the Web is 
predominantly in English. Such is the case with the software programmes and the 
user manuals of computers and peripherals.
2. The skill to work in a team can and should be developed in the course of learning a 
foreign language or indeed any subject. Any group instruction can stimulate the 
development of this skill, which is obviously highly appreciated by employers.
3. Efficient communication is a valuable skill in all sectors of human practice and 
experience. It involves the ability to successfully pass messages, interpret the 
messages one receives, keep the channels of communication open and encourage the 
exchange of information. It is certainly a multi-faceted skill. Since language is the
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major medium of communication among people, the learning of a foreign language 
incorporates the development of this skill.
4. It is widely acknowledged that flexibility is a skill we cannot do without in this 
constantly changing world. If our parents and grandparents could qualify for a job 
and do it in very much the same way until they retired, the generations of the last 
decades of the 20th and the beginning of the 21st c need to be flexible and able to 
adapt easily to new requirements, challenges and demands. Changes in a wide range 
of sectors nowadays occur almost overnight. This inevitably requires from 
employees and managers the skill to be flexible. The link with foreign language 
learning lies in the fact that quality language learning/teaching nowadays should give 
priority to developing transferable language skills, flexible application of skills, 
language functions and knowledge of grammar and vocabulary. In this sense the 
experience of foreign language learning can contribute to the overall flexibility of a 
personality.
All the above considerations are important in view of the aim of the present research, i.e. 
to suggest an effective approach to learning/teaching EST, a working syllabus and 
appropriate learning materials. The findings are indicative of the needs of the 
prospective employers of graduates and attempts should be made to meet them.
Interestingly enough, there is quite a match between what this survey has proved and the 
findings from the survey of the twenty SMEs mentioned earlier. Table 13 contains the 
skills most looked for by both the SMEs at the seminar and those from the survey.
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(Skills 3 and 4, and 5 and 6 respectively have been listed by the same number of 
businesses.)
Table 13
SMEs at Seminar 
No 14
Other SMEs (looked at in the survey above 
conducted by the present researcher)
Ne 20
1. Flexibility 1. IT Skills ‘
2. IT Skills 2. Language
3. Communication 3. Personality/Interpersonal Skills
4. Work Experience 4. Teamwork
5. Teamwork 5. Communication
6. Language 6. Flexibility
7. Knowledge 7. Qualification
8. Responsibility 8. Specialist Knowledge
9. Persistence 9. Responsibility
10. Ambition 10. Decision-Making
The underlined items indicate the most immediate matches. There are,.more down the 
list, but those which are of particular interest to the research into EST are the underlined 
ones. This (the bigger population and the matches) proves the validity of the previous 
findings and the ensuing conclusions.
7B.7 Conclusion
It is of particular interest to the present research to find out where the overlaps between 
the learners’ and SMEs’ awareness of the most important and most difficult skills are. 
However, there is one difference that should be examined more carefully. It concerns the 
value and importance added to the 4 major language skills by students and SMEs 
respectively. The following table includes results from the case studies of students and 
the survey of the local companies.
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Table 14
Most important language skills for 6 
students from case studies
SMEs
First place Second place Most important lang. 
skills for staff
Most difficult lang. skills 
for staff according to 
employers
Writing-2 ss Speaking-2 ss Speaking -  90% Speaking - 50%
Speaking-2 ss Writing-2 ss Reading - 90% Writing - 40%
Reading-1 s Listening-1 s Writing - 70% Listening - 20%
Listening-1 s Reading-1 s Listening - 70% Reading - 10%
The fact that there are differences between what students think the most important skills 
are and what SMEs require most from their staff in terms of skills is not surprising. The 
students sampled in the Case Studies are still studying for a degree and for the purposes 
of their academic progress speaking and writing are obviously more important than the 
other skills. It is also true that, as has been mentioned elsewhere, these are the 
productive skills, which require more time and practice to master.
The sampled SMEs on the other hand, demand most from their staff a good speaking 
and reading performance (90%). But writing and listening also score high - 70% (More 
than one answer was given to this question.). At the same time, the managers of these 
SMEs state that speaking and writing are the skills, which their staff find difficult to 
cope with (50% and 40% respectively). This takes us back to the finding from the case 
studies. Obviously, speaking and writing are both important and rather difficult to 
develop. The overall conclusion then is that all the four basic skills should be developed 
in EST courses for university students in order to cater for the fulfillment of both 
academic and vocational prospects. The democratic principle in higher education 
dictates that provisions should be made for all learners - those who will stay on in 
education, and those who will look for a job. This is also in line with what the students
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from the case studies declared they wanted to learn English for - to study and to get a 
job. (See question 3, Table 9.)
7A-B General conclusion for Chapter VIIA and Chapter VIIB
The present concluding section pulls together the most important messages arrived at 
through the case studies of students and SMEs. Based on them the necessary measures to 
be taken for the improvement of EST teaching/learning are outlined.
In view of the above identified needs of learners and SMEs, and the most pronounced 
overlaps between them, teachers, materials and syllabus designers should:
• adopt an eclectic syllabus incorporating structural, functional-notional, task-based 
and communicative approaches to learning/teaching EST
• cater for both learners, who will stay on in education to do degree courses, and for 
those, who will take up a job, by allowing for the development of academic EST 
language skills and for vocational and professional ones
• use interesting, authentic, challenging, but manageable learning materials, topically 
related to the subject specialism of the respective learners
• teach all the four language skills as essential building blocks of English language 
competence
• use non-traditional ways of presenting grammar points and vocabulary
• employ the ‘doing-things-with-language’ technique in order to ensure the application 
of the communicative approach in learning EST
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• involve learners in making decisions about choice of materials, modes of learning, 
types of classroom tasks and activities, ordering of stages of presentation and 
practice, etc.
• visualise learning using graphs, tables, diagrammes, pictures, tables
• develop the skill to transfer information from one form, into another
• encourage and facilitate team work both in the classroom and outside it
• incorporate translation from LI into L2 and vice versa in classroom activities
Consequently, the measures that need to be taken relate to two major constituent parts of 
the learning/teaching of EST -  materials and syllabus. The appropriate delivery of the 
courses is essentially the area of methodology. Since the aim of the present study is to 
help improve the classroom realities for both technical students doing an English course 
and teachers running them, the next step is to propose a syllabus and teaching materials 
(See Chapter VIII) which relevantly reflect and embrace all the above considerations.
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CHAPTER V ni
PROPOSED SYLLABUS AND SAMPLE UNITS
8.1.1 Introduction
This chapter contains a sequence of authentic materials from different sources 
selected with the aim to teach EST to lower-intermediate learners whose major is 
Electronics. It demonstrates an approach to materials selection and discusses the 
‘what’ and ‘why’ of choosing materials from the vast number of existing authentic 
sources. It examines the ways in which the suggested materials can be approached and 
tackled by the EST language teacher in order to make learning a positive and effective 
experience. In the light of the learners’ case studies and the identified and researched 
needs of a number of SMEs (See Chapters VIIA and VIIB) in terms of graduates’ 
language skills, this chapter highlights a certain pattern of task arrangement and 
exploitation. It stresses the need for flexibility in materials selection, exploitation and 
upgrading of content. Following the sample materials a syllabus is presented for the 
Electronics students at the EBTC.
8.1.2 Rationale for selecting materials
There are three major sources for the materials in this chapter. Most of the suggested 
materials come from the 1996-1998 Guardian Education pages which sometimes 
feature reading materials relevant for the teenage English speaking audience. They 
are, therefore, written in simpler and more straightforward English than the ones 
meant for professional reading audiences. They cater for young people interested in 
the latest developments in science and technology, computers and computing, 
communications, satellites and Internet links. There are also articles devoted to
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current politics, environmental issues, social and educational issues and many others. 
These reading materials are usually accompanied by graphics which not only help the 
understanding of the content but also sustains the interest of the readers. Texts 
topically appropriate for Electronics students have been selected and developed into 
tasks and activities relevant to the learners’ needs in terms of level of English and 
language skills.
The researcher has found these materials to be of great value for the 
learning/teaching objectives of the EST courses because:
1. They are authentic. They have been written not for the purpose of teaching 
English but for the purpose of educating young native speakers of English in a 
particular field of human experience. They contain real English, i.e. language that 
has not been simplified for the purposes of teaching English.
2. They are up-to-date since they are mainly concerned with the most recent 
developments, which have not gained enough popularity, not only in Bulgaria, 
but also among the English speaking readers. They are meant to attract a wide 
reading audience and are written in an interesting way.
3. There are always pictures, tables, graphs and diagrams illustrating the topics 
discussed in the articles.
4. Their extralinguistic content is appropriate for learners of EST doing a major in 
Electronics.
5. Very often there are articles which mutually complement each other and allow 
for comparisons and expansions.
6. They are popularised scientific texts, i.e. they do not contain very complicated 
specialist matter.
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7. They are comprehensible enough and also challenging for the learners as they 
deal with topics of current interest developed in manageable texts. The 
challenge stems from the novelty of the presented matter as well as from the 
language employed by the authors.
8. There is a large stock of such materials which is constantly renewed and 
expanded.
Another source that the researcher has drawn from is the Guardian website (1998- 
1999) where one can find articles commenting on software and computer issues still 
in the pipeline. Their language is more difficult than that of the Guardian Education 
materials but they have another advantage. Since most of them are written by the 
same author, Jack Schofield, and usually treat related matters sequentially, learners 
get to know the specificities of the author’s language. Redundancy and contextual 
links help them understand the subject matter. As the issues dealt with in these 
articles are usually ‘tomorrow’s’ news for the learners of EST in Bulgaria, they are 
really attractive. The students feel privileged in a sense because they are in touch 
with the latest developments in their field. This is especially important for enhancing 
their motivation to learn and participate actively in the classroom activities. These 
materials lend themselves to analyses, comparisons, discussions, summarising and 
expanding. They are also ideal for developing other skills such as skimming and 
scanning. All these are in line with the skills important for the learners’ progress in 
future academic or professional careers.
Computers and computing, software and peripherals are of particular interest and 
relevance to the learners’ subject area. The articles on these matters deal with very
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recent information and provide useful tips for computer users. This is why they can 
hold the learners’ attention and stimulate their further reasoning and reading. 
Learners are usually favourably disposed to new information relating to their subject 
area. These texts share the majority of features listed earlier and also provide useful 
stimuli for giving opinion, agreeing/disagreeing, and supplementing argumentation. 
They can be used for varied learning/teaching activities over a considerable period of 
time. Tasks can easily be designed for exploiting them outside the classroom for 
extra reading and writing purposes.
A third source that has proved to be quite beneficial in terms of novelty is the 
Professional Engineering Magazine. Whilst it contains matter which can be highly 
specialised, it also offers short, popular materials dealing with the most recent 
inventions in Electronics and Engineering. These are discussed from the point of 
view of how non-professionals are influenced by them, how they can make use of 
them, or how a particular piece of technology will change people’s lives. An 
advantage of these materials, apart from being authentic, interesting, up-to-date, 
topically relevant to Electronics students and written in ‘real’ English, is that they 
often bridge more than one subject area, e.g. electronics and environmental studies, 
electronics and health issues, electronics and financial issues. Again materials 
coming from this magazine are rich in a variety of contextual links and all the other 
aspects of authentic texts and, therefore, suitable for being explored for language 
patterns which form the grammar focus of the EST course.
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8.1.3 Unit organisation
The materials are developed for use in the classroom as teaching units and will 
hereafter be referred to as such. The unit organisation does not coincide with the 
lesson organisation. These issues and many others related to the syllabus will be 
discussed further on in this chapter.
The evidence from the case studies as well as the researcher’s own experience show 
that the majority of learners prefer a unit structure which varies from unit to unit. 
Most learners of EST have had practice in learning general English prior to their EST 
course. They are familiar with coursebooks, in which all the chapters/units/lessons 
have the same structure which repeats itself for 10, 15, 20 or even more units. The 
advantages of this way of structuring a unit are undeniable. Learners get used to the 
same mode of presenting, exploiting and practising using the material. The teacher 
does not need to get into the details of the tasks each time a task appears, because it is 
the same as the task in the previous units. The high level of predictability saves a lot 
of time and anxieties. Nevertheless, such structuring of the units has the disadvantage 
of becoming boring and monotonous. Learners begin to perform the tasks and 
activities without even thinking of what exactly is required of them. Soon even the 
most interesting ones lose their originality and uniqueness through ‘wear and tear’.
This shortcoming can be avoided by adopting a varied structure of the units. This is 
not to say that each unit should be structured differently because there is not an 
infinite number of possibilities. Infinite structural variety would mean that there 
would be nothing that learners could predict or expect of the unit in advance. 
Therefore, a good option will be to have a framework of major tasks and activities
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within which to vary as much as needed. Learning a foreign language is a specific and 
very complex process with its own rules. There are, for example, structural patterns 
which cannot possibly be omitted. It is up to the materials designer to decide how to 
label them and often how to grade and order them. But they certainly should not 
always be present in each and every unit in exactly the same order. The suggested 
organisation of the units should only be considered as a framework and not as a 
formula to be applied everywhere and all the time. The teaching units can use the 
following pattern even though the activities may vary. The tasks and activities 
themselves fall into four major sections.
UNIT PATTERN
Section 1 
Lead-in -interest 
raising
Section 2 
Familiarisation with 
the text
Section 3 
Exploring and 
exploiting
Section 4 
The text as a 
springboard
Figure 4
The sections are arranged according to a ‘time’ principle, i.e. depending on when the 
activities are supposed to take place -  before, during or after the actual text. The 
majority of the activities from the four sections can be subsumed under the three task 
types (‘gap activities’) proposed by Prabhu (See Section 6.4, Chapter IV. ) and can be 
performed at any of the stages (sections) of the classroom activities presented
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further down. They are not strictly bound by considerations of learners’ familiarity with 
the original text, difficulty of language, type of language skills or functions developed. 
Table 15
Section 1: Lead-in. Tasks and activities prior to the 
actual text/s
Pre-reading tasks and activities
1. Getting into the topic - discussions based on learners’ 
experience related to the topic in question.
2. Listening to recordings of native speakers talking about 
the topic
3. Sample reading -  a selection of materials, more 
straightforward and less complex, relating to the topic.
4. If, and when appropriate and available, learners can be 
provided with pictures, graphs, tables, scales, and 
diagrammes - an extension of or a repetition in a 
succinct form of textual information. They are 
comprehensible to the majority of learners because these 
employ more or less universal means of visualising 
information.
5. Making predictions about the overall essence and the 
expected topicality of the texts.
Aim: To create a context for the comprehension of the input. 
To sensitise learners to the topic and issues contained in the 
major text and encourage them to activate .the links between 
them and their previous linguistic and extra-linguistic 
knowledge and experience in the particular subject 
specialism. The problem of facing learners with a completely 
unfamiliar text, dealing with novel facts, figures, descriptions 
and arguments is alleviated by providing them with relevant 
clues to topic, vocabulary, patterns and grammar. The teacher 
finds out what learners already know of the topic and the 
language through which it is presented.
Section 2: Familiarisation with the text
Tasks and activities
1. Guessing from context
2. Skimming
3. Scanning
4. Providing headings and subheadings
5. Rearranging jumbled paragraphs
6. Matching different types of information on the same 
problem
Aim: To get practice in extracting information from the 
input To develop in learners abilities to identify relevant 
information, to get the feel for the logic of a text -  semantic 
and grammatical, to differentiate between different ways of 
giving information about the same thing(s). To describe, 
define, contrast, understand and modify linguistically and 
graphically displayed information. To develop the major 
language skills and sub-skills, as well as a system of learning 
skills. To implement these in controlled learning situations.
Section 3: Exploring and exploiting the text
1. Paraphrasing
2. Pooling together of information relating to the same unit 
of equipment, device, notion
3. Summarising
7. ‘Bugging’ and ‘debugging’ texts (Learners insert in a 
text words or expressions from other texts and their 
peers have to identify the ‘bugs’. It is a peer activity)
4. Extracting required information and presenting it in a 
variety of ways
5. Devising grammar activities based on problematic 
issues
Aim: To focus on particular aspects of grammar and 
meaning, to draw on learners’ present understanding, and 
develop this understanding of sentence, paragraph and text 
structure. To manipulate language to serve different purposes. 
To gather data for further language practice. To use the 
existing ‘pool’ of language items to achieve a variety of 
purposes, using different channels and modes of 
communication. To further develop the various skills from the 
previous section in less controlled situations.
Section 4: The text as a springboard. Getting beyond 
the text
1. Oral activities: briefing other students about the gist of 
a text, or about a specific point, comparing sources 
read by different learners or groups of learners, 
discussing advantages and disadvantages, role plays.
2. Writing tasks: reports, user manuals, tables and charts, 
diagrams and graphs, presentations of a new product — 
publicity materials.
3. Exploiting materials related to the topic in question, 
selected and provided by the learners. These may come 
from the subject specialisms of the learners and their 
treatment can aid learning in the technical subjects.
4. Further reading: oral and written activities can ensue.
Ann: To explore topics suggested by the major text(s) along 
the lines of: technical relatedness and links with the service 
sector -  production, launching of a new product, sales, 
marketing, etc. To further develop the four basic skills as 
well as the specific sub-skills relevant to the needs of the 
particular EST learners. To use the language productively in 
a communicative way, in conununicative circumstances and 
thus to develop a sense of achievement in learners. To get 
over and beyond the EST scope and thus raise the profile of 
the language course by testing in practice the effectiveness of 
the language learning, which has been taking place.
There is no danger that the activities from Section 4 can become too difficult as the 
learners are using materials related to the ones they have worked with in class. They
226
Chapter VIII
will have a more or less definite topic framework (Brown and Yule, 1983: 75). What 
the learners have is shared knowledge or common ground because they belong to the 
same subject-specific group and they have worked towards achieving those. Most of 
the language used is largely unpredictable at this stage as it is in real life. With 
learners of EST the associative bond between the simulated world of the classroom 
(with the introduction, practice and production of simulated-cum-life-like English) 
and the world beyond the classroom (with the subject specific factual information) is 
strong and should be maintained as such. This is of paramount importance if the 
utilitarian goals of EST learning and teaching are to be achieved.
The organisation of the sample units should not be seen as prescriptive. Every stage 
or a number of stages could be covered in one lesson. The unit division does not 
necessarily have to coincide with the lesson division.
Two of the texts. Security Shop-Tag and Queue Jumper, presented in section 8.1.4 
and 8.1.5 are developed as learning units and offer a step-by-step scheme for actually 
being used in the classroom. They demonstrate how the section-by-section 
arrangement of tasks and activities suggested earlier in this chapter can be 
implemented within and alongside actual texts.
8.1.4 SAMPLE TEACHING UNIT 1 
SECURITY SHOP-TAG
A. Getting into the topic/warm-up stage (Section 1 type of 
activity)
First the teacher asks some general questions, e.g.:
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Teacher: How is merchandise in Bulgarian shops secured against 
shoplifting? Close-circuit systems, special tags on goods. (Although 
these have been introduced in the country quite recently, most of the 
students are already familiar with what they look like. What they do 
not know, is how exactly these security systems work and they are 
eager to learn.)
Students come up with short oral descriptions of how security is 
procured in shops in Bulgaria.
B. ‘Deep End’ Strategy (Section 2 type of activity)
Students are given a diagram of the security system which is a part of 
the authentic material. The text is erased and they are asked to explain 
orally how it functions and what components it contains. They may 
use Bulgarian words for the parts and functions they do not know in 
English. The task can usually be completed with answers from 
different students in the class. During this activity it becomes clear 
what gaps/lacks they have in vocabulary, grammar and cohesive 
devices.
Teacher notes these and at the next stage finds ways and means to 
introduce the necessary language.
C. Input stage (Section 2 type of activity)
Teacher gives the students the text which has been erased for the 
previous task but in a jumbled order.
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Students have to find the appropriate place for each paragraph on the 
diagram. This helps them understand the meaning of most of the 
words as they are already familiar with the pictorial presentation of 
the whole system, and have tried to explain it beforehand.
D. Check-up stage
Teacher provides students with the original labelled diagram in case 
they do not get it all correctly.
E. Writing stage (Section 3 type of activity)
Students have to use all the text accompanying the diagramme and 
transfer it into related paragraphs, making it as coherent as possible 
using the cohesive devices they are familiar with. (Prior to this 
activity they can have a structural lesson on cohesive devices, e.g. 
first, second, third, then, finally, therefore, moreover, in addition, 
nevertheless, furthermore, on the one hand, on the other hand, 
whereas, unlike, similarly etc.)
F. Identifying the most frequent structures and patterns in a text 
(Section 3 type of activity)
Students. When they are ready with their version of the description of 
how the security system functions, they compare it with the original.
Teacher then asks them to look for the most often recurring 
grammatical structures in the text and identify them, e.g.
• passives,
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• “i f ’ sentences,
• present simple tense to describe generally occurring activities, etc.,
• specific word-formation patterns typical of technical English
• unfamiliar meanings of already familiar words, or the use of one word 
(e.g. unit) to mean a variety of things.
Assistance is provided if needed. Model grammatical structures can 
be made available on cue cards, a flipchart, OHP transparencies, etc.
G. Grammar focus through a game
Teacher can devise exercises to provide more practice with 
problematic language items. Through the following game students 
can practise asking questions as well as listening to their peers’ 
questions. This is an activity which develops the speaking as well as 
the listening skill and provides a useful change to the reading and 
writing activities which prevail in the EST classroom.
Materials needed for the game:
• cards with cues on one side and answers on the other which do not 
match. (The number of cards corresponds to the number of students in 
the class.) (See Section 8.1.4.3)
• an answer key sheet which the students get at the end of the activity to 
see the questions in a written form.
• a table with the wh-questions pattern (See Section 8.1.4.3)
Students have to go round and ask their peers questions until they get 
the answer to their question. They only get it when they ask the 
student who has the answer to their question on the back of his/her
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card. This provides them with sufficient practice without making the 
task boring because there is an information gap, which has to be 
bridged.
H. Summary-sentence writing (Section 3 type of activity)
Teacher: Summarise each paragraph in a single sentence. Compare 
your summary sentences with another student’s from the class.
Students write down their summary sentences. At the end of the 
activity they are given sample summary sentences to check theirs 
against them
I. Using language in a different context (Section 4 type of activity) 
Teacher: Think of any other situation(s) that the following words and 
expressions can be used in: to detect, to power, to decouple, to sound, 
to activate, etc.
Students only outline the contexts in which they think the words 
could be used. This brings in yet more vocabulary related to the field 
of electronics and electrical engineering.
J. Follow-up activity (Section 4 type of activity)
Teacher: Can you think of where the whole system could fail and 
refuse to operate, or be avoided by very ingenious shop-lifters? (This 
is a speaking activity which gives rise to the use of conditionals and 
vocabulary to describe faulty electronic units.)
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Students can work in groups (three or four) to discuss possibilities 
and to come up with suggestions. They should be told to be as much 
to the point as possible and not to go into details. They can be told to
stick to a particular pattern like: I f  , then ....; or In case ...., X will
. . . ,  or else, it can be an unguided activity.
K. The language of defining (Section 3 type of activity)
Teacher: Using the available information, write down the definition 
of each of the component parts.
Students should come up with the following pattern:
X is a Y for ...ing Z.
X does Z by ...ing Y.
X is a Y which will do Z, if Q ...s.
These grammatical patterns will occur a number of times, and 
students are more likely to remember them and develop the skill to 
use them by making their own definitions and not by learning model 
ones.
L. Out-of-the-classroom activities (Section 3 type of activity)
Teacher asks students to bring texts in which the following words 
appear: microprocessor, to detect, to activate, to trigger, to transmit, 
transmitter, frequency, low-powered, to emit, electronic alarm, etc., 
and passive structures.
Students either bring in their own materials (All of them have some 
electronic equipment which comes with technical specifications and
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user manuals.), or the teacher provides them with publicity materials 
for mobile phones, computers, electronic alarm-systems, etc. to 
choose from.
M. Classroom activities
Students pick out sentences or paragraphs containing any of the 
words mentioned in activity L. They also have to provide a brief 
summary of the major use of a particular device. Their peers have to 
listen to and write down any definition they hear.
Teacher next gives them a list of the devices in a jumbled order and 
they have to match them with the respective definition. There is an 
element of ‘real-life’ communication here because there is an 
information gap - the rest of the class are not familiar with the 
different definitions and are involved in a bridge-the-gap activity.
8.1.4.1 COMMENTS ON THE ORDERING OF THE TASKS
The arrangement of the tasks after a certain point can be altered to suit 
the preferences of teachers and learners, time constraints, overall 
arrangement of preceding and following units, and other specific 
factors. Not all of the tasks and activities need to be carried out. Some 
of them, especially the out-of-the-classroom ones, can be done in a 
subsequent unit or postponed until a later point, when they can be 
applied to a bigger pool of texts relating to the same or similar topics.
They can then be implemented to provide revision or furthering of the
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discussed issues, both from a linguistic and from an extralinguistic 
point of view.
8.1.4.2 EXPECTED OUTCOMES
By the end of this unit the learners should be able to:
1. Ask special questions to retrieve information.
2. Define component parts using a variety of patterns.
3. Use the passive voice when talking about how things are done in a 
technical context.
4. Use the specific vocabulary in varied contexts.
5. Sum up the significant points in a larger text.
6. Display an awareness of cohesive devices and their place in the 
discourse.
7. Match textual with graphical information.
8. Demonstrate a feeling for the logical sequencing of information in 
a text.
9. Take notes while listening to other people talking.
10. Select relevant information from a variety of related sources.
8.1.4.3 EXTRA MATERIALS 
Cue Cards for Game, Task G
Table 16
Cues Model
questions
Answers
You want to find out when the 
plastic security tag switches on.
When does the plastic 
security tag switch on?
When the clothing is moved.
You want to find out what the 
security tag comprises.
What does the security tag 
comprise?
It comprises an alkaline 
battery, a microprocessor, 
a wake-up switch, and a speaker.
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Cues Model
questions
Answers
You want to find out what the 
microprocessor does (what its 
function is).
What does the 
microprocessor do? (Wha 
is the function o f the 
microprocessor?)
It receives, processes and 
Sends data. (Its function is to 
receive, process and 
send data).
You want to find out what the 
wake-up switch does (what its 
function is).
What does the wake-up 
switch do? (What is 
the function of wake-up 
switch?)
It activates the tag to full 
power if  it is physically 
moved. (Its function is to 
activates the tag to full 
power if  it is physically 
moved.)
You want to find out what the 
speaker does (what its 
function is).
What does the 
speaker do? (What is the 
function of the speaker?)
It emits the tag alarm at 
72-75 decibels. (Its function is to 
emit the tag alarm at 72-75 
decibels.)
You want to find out what the 
alkaline battery does (what its 
function is).
What does the alkaline 
battery do? (What is the 
function of the alkaline 
battery?)
It powers the tag. (Its function is 
to power the tag.)
You want to find out what the 
Acoustic Tone Detector 
(ATD) does (what its function 
is).
What does the ATD do? 
(What is the function of the 
ATD?)
It detects the tag via audio 
Pulses, which are then 
amplified. (Its function 
is to detect the tag via audio 
pulses, which are then 
amplified.)
You want to find out what 
happens once the ATD 
detects the tag’s audio signal.
What happens once the 
ATD detects the tag’s 
audio signal?
The ATD alarm will also 
sound until the tag’s signal 
stops or is out o f range.
You want to find out what 
happens if  the tag is crushed 
or forcibly removed?
What happens if the tag is 
crushed or forcibly 
removed?
It emits alarm.
You want to find out where 
the tag is legitimately 
removed.
Where is the tag 
legitimately removed?
At the cash desk.
You want to find out what 
happens if  the shop assistant 
forgets to remove the tag.
What will happen if the 
shop assistant forgets to 
remove the tag?
The field at the cash desk 
Triggers a signal which reminds 
him/her to do so.
You want to find out how a 
shoplifter can be caught.
How can a shoplifter be 
caught?
When he/she tries to leave 
the shop the tag encounters the 
field at the exit and the alarm is 
triggered on tag and ATD.
You want to find out 
what device(s) creates a 
protected field near the exit.
Which is/are the device(s) 
which create(s) a protected 
field near the exit?
The antenna for radio 
transmitter/receiver.
Model wh-questions, Task G
Table 17
Location: WHERE does it take place?
Time: HOW LONG did it take?
Cost: HOW MUCH does it cost?
Date: WHEN will it be finished?
Details: WHAT arc the plans................?
Manner: HOW was it developed?
Quantity: HOW MANY... were there in the project?
HOW MUCH has it got?
Person: WHO runs the 
department?
Frequency: HOW OFTEN does the committee 
meet?
Distance: HOW FAR AWAY is the office?
Reason: WHY did it happen?
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Responsibility: Who is in charge of the project? 
Who is responsible for the work?
Possibility: What may happen in the future?
What may have caused the accident? (In the 
past)
When is it likely to be finished?
Obligation: Who has to deal with the employees?
Who is supposed to look after the budget? 
When was it supposed to have been finished? 
Who is allowed to attend the meetings?
(Savage in ELSA))
Since asking questions in the passive has proved to be a problem with 
Bulgarian students, they can be encouraged to do so in the following 
more intriguing way. They can write down or copy a paragraph which 
contains at least two passive structures and leave unfinished the 
passive sentences. Their peers have to finish the sentences by asking 
questions in the passive in order to get the missing information. If all 
students in the group prepare one paragraph, there will be a variety of 
topics which will make the activity more interesting and less boring 
than a ‘fill-in-the-blanks-with-the-passive’ exercise.
8.1.5 SAMPLE TEACHING UNIT 2 
QUEUE JUMPER
Basically the original text is suitable for students in electronics as the 
whole equipment is made up of electronic components and the unit 
functions using specific software programme. What makes this text 
interesting is the unusual application that electronics has been put to.
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Task A. Scanning, extracting and matching (Section 2 and 3 type 
of activities)
Teacher: Scan the text to find the necessary information to fill in the 
missing information in the graphically presented self-held barcode 
scanner.
Students are given the figure showing a self-held barcode scanner as 
part of a close circuit security system. (Some of the information has 
been erased, e.g. keys, battery, circuit board, till, receipt printer, etc.)
Teacher can limit the number of paragraphs to be read to those 
containing the information which is missing in the figure.
Task B. Additional information (Section 3 type of activity)
Techniques for making clear the meaning of unfamiliar words, which 
are vital for the understanding of the text.
Teacher can:
1. Refer students to familiar contexts in which the same words have 
been used.
2. Focus their attention on the word-formation patterns used in some 
cases, e.g. jump/er, check/out, dispens/er, emit/(t)ing, indicat/or, etc.
3. Explain the meaning of the word in English.
4. Translate the word(s) into Bulgarian.
Task C. Passives (Section 3 type of activity)
Table 18 further down contains the necessary materials for a grammar 
game. It is aimed at practising the use of passive structures, which
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abound in science and technology texts). Each learner has a card with 
one cue on one side and the answer to somebody else’s query on the 
other. S/he has to go around the group, ask a question based on the 
cue and find the person who has got the answer to his/her question. If 
learners find it difficult at the beginning they may be given a model 
question as an example. They should write down the question that they 
are trying to find the answer to, and the one that they have to provide 
the answer for.
Task D. Jumbled paragraphs (Section 3 type of activity)
An activity which can be very stimulating and interesting for the 
learners is the ‘put-the-jumbled-paragraphs-in-order’ type of exercise. 
Although this technique is not communicative, learners benefit from it 
by developing an awareness of cohesive devices, text redundancy, and 
text organisation. There is more to it than that. It is a good enough 
reason for concentrating on the text with a serious purpose in mind 
and get into the details of the description of components and the way 
the whole system functions. Students are given the jumbled paragraphs 
which this time are labelled a, b, c, etc.
Task E. Summarising (Section 3 type of activity)
Teacher: Write a summary of the text (about 50 words).
Students swap them when ready and assess their peer’s written work.
Teacher provides students with criteria for assessment.
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Task F. Focus on specific use of ‘if  sentences to describe results. 
(Section 3 type of activity)
(Similar to or different from the first conditional?)
Teacher: From your experience in electronics give examples of cases 
in which you will use ‘if sentences of the type that appear in the text.
From your general experience, give examples of cases in which you 
will use the first conditional.
Students write down at least two examples with each sentence pattern 
and swap them with their peers to check.
Task G. Discussion. Speaking/listening practice (Section 4 type of 
activity)
Teacher: Do you think this is a useful and necessary device? If yes, 
why? If not, why not?
Students discuss orally the advantages and disadvantages of this 
electronic device.
Task H. Passive (Section 3 type of activity)
This text is abundant in passive structures and this should be made use 
of in the course of the lesson(s). Mostly present simple passives are 
used. There are a few occurrences of future simple passives as well.
Students can be asked to count the number of times passives appear 
and thus be made more aware of the fact that it is a grammatical 
structure which appears very frequently in technical texts.
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Teacher can elicit from the students the reasons for the frequent use 
of passives. It can be discussed and then seen against the cases in 
which the active structures are used.
Teacher: Look through the text and find active voice structures 
which can be converted into passive ones. (Although this may seem to 
be a highly structured exercise, the difference is that the learners have 
to identify themselves the occurrence of certain structures.)
Students are familiar with the passive and here their task is to 
become better aware of its function in a technical text. They have to 
decide in which cases it is appropriate to do these transformations.
There are certainly cases in which a passive form will sound absurd.
(This task develops the learners’ awareness of appropriateness of 
passive structures.)
Task I. Follow-up activity (Section 4 type of activity)
Teacher: List other possible applications of equipment similar to the 
one described in the texts Security Shop-Tag and Queue Jumper.
Also list your own ideas of possible inventions which can save time 
and trouble in shops.
Students prepare this either at home or in class and then brief their 
peers about what they have come up with. ‘Evaluators’ (students from 
the group) listen, take notes and finally present a list of the 3 best 
inventions and ideas.
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8.1.5.1 COMMENTS ON THE ORDERING OF THE TASKS
As with the previous unit, the arrangement of the tasks is not 
prescribed, but only suggested. The activities can be interspersed with 
grammar practice activities if need be depending on the learners’ gaps 
in grammar. The use of need, may, will and can should be dealt with 
separately if necessary. Language items such as sequencing links 
(first, second, then, finally, etc.) may also be explored in a separate 
activity to give learners enough practice in their meaning and usage, 
before they actually use them.
8.1.5.2 EXPECTED OUTCOMES
By the end of this unit the learners should be able to:
1. Infer the meaning of words from the context in which they appear.
2. Define components parts, how they are linked together, and the 
way they function.
3. Decide when the use of passives is necessary.
4. Use a number of word formation patterns
5. Summarise both textual and pictorial information.
6. Employ appropriate cohesive devices both in written and oral 
discourse.
7. Match information presented in different ways.
8. Take notes while listening to other people talking.
9. Skim and scan texts.
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8.1.5.3 EXTRA MATERIALS 
Cue Cards for Game, Task C
Table 18
Cues Model questions Answers
You want to find out where 
the scanners are stored.
Where are the scanners 
stored?
In dispenser racks.
You need information 
about the place where the 
scanners are loaded with a 
database.
Where are the scanners 
loaded with database?
In the dispenser racks.
Y ou want to know why 
the number is passed to the 
computer.
Why is the number 
passed to the computer?
To check the customer’s 
record file.
You want to find out 
what shape the scanner is.
What is the scanner shaped 
like? What is the shape of 
the scanner?
It is shaped like a 
telephone.
That of a telephone.
You want to find out where 
the scanner is returned when 
the shopping is finished.
Where is the scanner 
returned when the shopping 
is finished?
To an empty slot in the 
dispenser.
You want to find out 
whether or not the 
customer will be checked 
on a subsequent visit.
Will the customer be 
checked on a subsequent 
visit or not?
No, if the total price if 
the shopping is displayed. 
Yes, if the word CHECK 
is displayed instead of the 
price.
Y ou want to find out 
where the security check 
indicator is stored and where 
it will be put on the 
customer’s next shopping 
trip.
Where is the security 
check indicator stored? 
Where will the security 
check indicator be put?
In the customer’s record 
file.
Into the transaction file.
Model wh-questions for task C
The model questions from Table 17 can be used here again.
8.2.1 SYLLABUS PROPOSAL
The present syllabus is designed in line with:
a) identified learners’ needs (See Chapter VILA);
b) demands of SMEs for graduate EST skills (See Chapter VIIB);
c) requirements from the technical subjects on the EBTC curriculum (see 
Chapter II).
242
Chapter VIII
The syllabus demonstrates characteristics stemming from the principles, which have 
emerged from the analysis of various issues, dealt with in Chapters III, IV and V and 
have been adopted by the researcher. Consequently, the proposed syllabus can be 
outlined as follows:
Syllabus Description
Table 19
Syllabus
Characteristics
• eclectic -  it comprises a number of approaches to EST learning/teaching, namely 
structural, functional, notional, task-, skills-, and content-based;
• flexible -  it does not prescribe a rigid ordering o f units, tasks and activities, or 
methodological techniques
Contact Hours •  150 contact hours,
•  45 minutes each.
• 75 hours per semester
Aims and Objectives • develop specific EST skills
• improve the language competence
• develop strategies for coping with unfamiliar Electronics texts
• teach learners how to learn
• boost motivation through the use of interesting learning materials
• enhance learner autonomy
• develop transferable skills
• meet the expectations of learners and the requirements o f SMEs and technical 
subject teachers
Learning outcomes At the end o f the EST course learners should:
• have developed the following skills in view o f their application in the area of 
Electronics:
S  to transfer information from one form into another 
S  to compare and contrast facts, notions, processes, features, etc 
v' to give and understand instructions
v' to read/interpret graphs, tables, charts, diagrammes, component values 
v' to skim and scan 
•f to paraphrase
✓ to expand and summarise information
■S to give opinions and support an argument
v' to guess meaning from context
v' to talk about and understand cause and effect relations
✓ to discuss advantages and disadvantages
✓ to define functions, component parts and processes 
v' to cope with the language o f the Internet
• have reached an intermediate level o f EST competence and, therefore, be able to: 
/  talk about, read and understand events, processes and relations in the past, present
and future
/  construct and understand discourse which contains both active and passive 
structures
v' refer to related complex notions, equipment, processes, etc 
■S ask for and provide information
• be able to employ various strategies for retrieving information
•  apply EST skills in the other technical subjects on the curriculum
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Assessment Criteria The learners have achieved the above outcomes if they can: 
transfer, compare and contrast information 
give and understand instructions 
read/interpret graphs, tables, charts, diagrammes, 
skim, scan, paraphrase, expand and summarise texts 
guess meaning from context 
talk about and understand cause and effect relations 
discuss advantages and disadvantages 
define functions, component parts and processes 
access the Internet
demonstrate a good EST language competence and, therefore, be able to: 
refer to related complex notions, equipment, processes, etc 
ask for and provide information
talk about, read and understand events, processes and relations in the past, present and 
future
construct and understand discourse which contains both active and passive structures 
employ various strategies for communicating successfully with their peers in the 
profession
improve their progress in the other technical subjects on the curriculum through the 
use of EST
The division into modules in the proposed syllabus table below refers to the topical 
arrangement of the original texts. Some modules contain two texts which should be 
considered as two separate teaching units. Some, though, contain more than two, with 
the idea that learners and teachers can choose two to work with in class and leave the 
third one for out-of-the-classroom activities to complement the tasks and skills 
development process already started. There are 5 modules with one unit only. These 
introduce specific issues and provide ample opportunities for exploitation in terms of 
language items, functions, notions, skills and tasks. They can, no doubt, be 
complemented with related texts if such are found in the course of study by teachers 
and learners. Learners should be encouraged to contribute to a bank of materials for 
further activities.
8.2.2 PROPOSED SYLLABUS TABLE 
Table 20
Module Topics Structures Functions Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
A Electronics in the 
Shops
Unit 1: Security 
Shop-Tag
• Prepositions
• Defining/non 
-defining relative 
clauses
• Talking about 
time/space relations
• Explain how 
the security shop 
system functions 
judging from the
• Transferring 
information from one 
form into another (e.g. 
table -  text, text -
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Module Topics Structures Functions Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
A Unit 2: Queue Jumper •  Wh-questions
•  Language of 
defining
•  Noun compounds
•  Acronyms: 
VLD.LCD, ATD, etc.
•  Noun-verb (word 
formation)
• Asking about 
specific 
information
• Defining 
functions of 
component parts 
and whole units
• Referring to 
complex notions, 
equipment, etc.
• Referring to 
related objects and 
actions
diagram. (The text 
is erased.)
• Find the 
answers to the 
issues on your card 
by asking your 
peers questions.
• Write down 
the answer you 
have got.
• Read the two text 
to find what the two 
inventions have in 
common. Prepare a 
table demonstrating the 
similarities and the 
differences.
table, graph -text, 
etc.)
• Comparing 
written discourses 
dealing with similar 
themes
• Writing a 
paragraph
• Understanding 
and applying 
commonly used word 
formation patterns
B Internet and 
Electronic Mail 
Unit 1: You'll Never 
Miss the Post 
Unit 2: Poetry, Pop 
or Pizza?
Unit 3: Get it Sorted
• Imperatives 
you must/should.. 
make sure that ...
•  Gerunds
•  X is called..., X 
is a way of..., X is a ... 
X does Y
•  The language of 
Internet: web page, 
WWW, browser, load, 
search engine, web 
site, etc.
• Giving 
instructions
• Used in 
conjunction with other 
verbs or to replace a 
noun
• Defining 
notions, components, 
processes
• Talking about 
possibilities (ways of 
accessing Internet)
• Write 
instructions
about how to access the 
Internet.
• Write e-mail 
messages to a friend, an 
employer, a colleague
• Present a report 
about the advantages of 
Internet and electronic 
mail
• Go to a web site 
of your choice and 
report about what it 
offers
• Write a ‘clever’ 
E-mail message and 
give it to a colleague to 
‘decode’. You decode 
somebody else’s 
‘clever’ message
• Understanding 
instructions
•  Understanding 
and composing your 
own ‘clever’ e-mail
messages
•  Organising data 
using a database 
programme
• Accessing the 
Internet
• Sending 
electronic mail
• Referencing 
information on given 
web site addresses
C Computers
Unit 1: So you want to 
buy a computer...
•  Wh-questions
•  Yes/no 
questions
• It is a good 
idea.., if  you are 
...ing...,you can.., you 
should..., bear in mind 
that...
• Comparative 
degree o f adjectives
• Asking for 
specific information
• Getting a 
confirmation or a 
negation
• Giving advice 
Comparing
• As you read the 
text
take notes relating to 
the technical 
specifications of 
computers
• Read the 
‘bugged’
text and locate the 
paragraphs which do 
not belong to the main 
text
• Discuss the 
advantages of having 
the latest computer or a 
not very sophisticated 
version
• Understanding 
acronyms
•  Writing 
acronyms
• Locating 
information which 
does not relate to a 
given topic
• Writing a 
summary
• Discussing 
computer 
specifications
D Computer 
Peripherals 
Unit 1: So you 
want to buy a 
scanner...
Unit 2: So you want 
to buy a monitor...
e Computer- 
related acronyms - 
VAT, SCSI, USB, 
OCR, PC
• Adjectives -  
comparative and 
superlative
•  However, in 
other words, etc.
•  Modal verbs: 
can, should, might, 
could
• The more... the
• ‘Economising 
on speech and 
making yourself 
understood 
internationally
• Comparing
• Introducing 
a different, extra, 
or exemplary fact
• Expressing 
ability, possibility, 
necessity, advice, 
probability, obligation
• Skim tlirough 
the
texts to get an idea 
o f what they are 
about. Prepare a 
short oral summary 
of the texts.
• Read the first 
text to find out which 
scanner is best for 
home use and which for 
a photographer
• Read the second
• Decoding 
acronyms
• Translating 
them in Bulgarian
• Skimming
• Scanning
• Organising 
information in a table 
or graph form
• Paraphrasing 
using particular 
expressions
• Referring to
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Module Topics Structures Functions Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
more, the bigger...the 
better, etc 
• Adjectives 
ending in -able, -ible
•  Expressing 
degrees
when talking about 
qualities and abilities
• Describing 
someone or 
something that can 
have the thing done 
to them which is 
denoted by the verb
text to find out what 
you need to know in 
order to get a good 
monitor.
•  List the 
technical 
specifications 
which are very 
important to 
consider when 
buying a scanner 
and a monitor 
„• Advise a friend 
about how to choose a 
monitor
qualities, abilities and 
characteristics of 
nouns in different 
ways
£ Storing Data
Unit 1 : So you want
more storage
capacity...
• Remember to 
do, remember doing
• Present 
continuous tense
• Unless
• To be likely, not 
to be likely, to be 
unlikely
• Computer 
measures 
Compound nouns
• Expressing 
an
activity which is to be 
done or has already 
been done
• Expressing 
tendencies and trends
• Expressing 
probability / 
improbability
• Comparing 
storage capacity
• Expressing 
complex notions
•  Expressing 
number, amount and 
proportion
• Scan through 
the text looking for 
the answers to the 
given questions
• Read the text 
looking for the best 
way of storing data for 
use at home, in a big 
company, in a city 
library
• Include in a table 
useful information 
about choosing the 
manner o f storing data
• Give
arguments in favour o f 
particular manner o f  
storing data
• Read the text 
again to deduce the 
meaning o f the words: 
dustbin, swap, 
‘cartridge’, 
irrecoverably
• Matching 
questions with the 
paragraphs which 
provide the 
answers
• Selecting 
information 
relevant to 
particular users of 
computers
• Locating and 
disregarding 
information which 
does not belong to 
a particular piece 
of text
• Sharing 
topically-related 
experience
F Computer problems -  
the Year 2000 bug 
Unit 1: A bug in the 
bomb
• He said, he 
says, according to, 
they point out, they say
• For instance, 
for example
• Phrasal verbs
• Word 
formation - noun 
suffixes: -ment,
-ance, -tion, -ity,
-er, etc.
•  Reporting speech
• Quoting what 
other
people have said
• Giving examples
•  Expressing 
abstract and concrete 
notions
• Read the text to 
find out: how much 
you have heard before 
and how much is new 
to you. Report on the 
findings.
•  Discuss the Year 
2000 problem with a 
colleague and sum up 
the way each o f you 
feels about the possible 
dangers.
•  Extend the 
scope o f possible 
problems outside the 
ones mentioned in the 
article.
• Quoting
• Referring to 
sources of 
information
• Comparing 
contrasting views
•  Expressing an 
opinion about a 
problem
G Printing from a 
Computer
Unit I: Ink-Jet Printer
• Indefinite and 
definite article and 
no article (a, an, 
the and zero 
article)
•  Gerund and 
infinitive
• Time linkers: 
then, when, once, 
after, first, second...
• Referring to 
countable,
uncountable, already 
mentioned nouns and 
nouns mentioned for 
the first time
•  Using these
as different parts of the 
sentence or after 
adjectives and 
prepositions
•  Talking about 
phases o f processes in 
a logical sequence
• Use the notes to 
write a paragraph 
describing how the ink­
jet printer works.
• Expand the 
diagramme captions 
into detailed 
explanations.
• Get a brochure 
on a laser printer and 
compare it with the 
ink-jet printer.
• Prepare a report
• Transforming 
Information from a 
diagramme into a 
text and vice versa
• Summarising 
paragraphs
• Supplying 
missing language 
elements in 
diagramme captions
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Module Topics Structures Functions Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
on the advantages and 
disadvantages o f each 
of them.
•  Write down the 
performance stages o f  
the ink-jet printer in a 
jumbled order for a 
peer to put them in the 
correct order.
• List under 
‘Chemical’, 
‘Mechanical’ and
. ‘Electronic’ the 
processes that take 
place when printing is 
under way.
H Telecommunications 
Unit 1: Mobile Phone 
Unit 2: ISDN 
Unit 3: Telephone 
Exchanges and 
Routing
• If sentences / 
conditionals
• Passives
•  Whereas / 
while/ unlike /  by 
contrast /the 
reverse
• Present 
simple
•  Compound 
words
• As a result, 
result in, resulting in
• Universal 
Conditional (if clause - 
present simple, result 
clause - present simple)
• Relative clauses
• Nouns formed 
from verbs + er/or
• Prepositions: via, 
from... to, through, 
throughout, between, 
back into, during, 
within, etc.
•  Talking 
about
condition/cause 
and effect/result
• Describing 
components’ 
functions and what 
equipment consists 
of
• Comparing 
and contrasting
• Talking about 
processes
• Expressing 
complex notions
• Expressing 
effect and result
• Expressing 
consequences which 
always follow the event
• Adding extra 
information about a 
noun (subject, object or 
adverb of place)
• Indicating a 
component or a person 
that does something
•  Denoting 
location, movement
• Match 
captions with 
correct picture
• Compare 
analogue with digital 
link
• Ask questions 
the answers to which 
will describe the way a 
component/the whole 
equipment functions
• Label each of 
the component parts o f  
ISDN
• Give an 
incompetent user oral 
instructions about how 
to use a mobile
• Ask your 
colleagues questions to 
find out what 
constitutes a mobile 
link
• Label the 
diagramme 
demonstrating the 
telephone link and 
routing described in 
Telephone Exchanges 
and Routing
•  Turning 
captions 
(telegraphic in 
style) into a text
• Understanding 
diagrammes
•  Scanning / 
reading for specific 
information
•  Interpreting and 
drawing flowcharts
•  Guessing the 
meaning of unfamiliar 
words from the context
•  Talking about 
notions in spatial 
and time relation
I Listening Software 
Unit 1 : Speak Softly to 
Your Computer 
Unit 2: Speech 
Recognition Software
• Present 
simple
• Past simple
• Time linkers: 
then, when, after, 
first, second...
® Passive
• Past participles 
used to modify nouns 
and past participles as 
parts of passive 
structures
• Describing 
processes
• Referring to a 
past event which is 
now finished and 
complete
• Talking about 
events in a logical 
sequence
• Describing 
processes
• Denoting 
qualities o f nouns and 
things done to a noun
•  Read the two 
texts
and comment on the 
following: Which text 
provides you with more 
technical information? 
Quote from the texts to 
prove.
• Skim through 
the
texts to find out 
what
makes the described 
equipment different 
from ordinary 
computers.
•  Comment on 
what reading audience 
each o f the two texts
• Understanding 
written discourse
•  Reading for gist 
(skimming)
• Reading for 
specific information 
(scanning)
• Understanding 
and interpreting 
graphs
• Summarising
• Comparing and 
contrasting two pieces 
o f discourse on the 
same topic
•  Distinguishing 
between past 
participles as noun 
modifiers and parts of
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Module Topics Structures Functions
Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
caters for. Give 
examples from the texts 
to support your view.
• Write a summary 
of a couple of 
paragraphs of you 
choice and read it to 
your colleagues. Listen 
to the summaries being 
read and pinpoint the 
paragraphs, which have 
been summarised.
• Read a selection 
of paragraphs and try to 
deduce the meaning of 
certain words from the 
context, (e.g. 
perception, prime, 
adverse, etc.)
• Write an essay 
on the topic “The 
listening software is 
the technology o f the 
third millennium” or 
“The listening 
software is just 
another whim of 
computer men”
passive structures
J Dangers from
Technology
Unit 1 : Telephone
Death Threats
• Language of 
predictions: I 
suppose, perhaps it is, 
maybe it is about, I 
guess it deals with, it 
is likely to be about, 
etc.
• Present perfect
• While/whereas/ 
but/unlike/like/ 
although/however
• Relative clauses
• Connectives: 
however, hence, 
although, while, 
because, etc.
• Expressing 
suppositions and 
expectations
• Referring to 
developments / events 
which affect the 
present situation and 
which are not finished 
or completed
• Comparing and 
contrasting
• Adding extra 
information about a 
noun (subject, object 
or adverb o f place)
• Connecting 
clauses, sentences 
and paragraphs
• Look at the 
heading
and try to guess what 
the article is about. 
Express your ideas 
orally.
• Read the 
subheading and express 
you opinion.
• Scan the text to 
locate arguments for 
and against the dangers 
of mobiles. Take notes 
as you read.
• From your 
notes produce a 
coherent text giving the 
opinion of the two 
parties. Use the 
appropriate cohesive 
devices.
•  Turn the text 
into one more 
appropriate for 
specialists than for a 
larger reading audience
• Predicting main 
topic from headings
• Giving opinion
• Supporting a 
view with arguments
• Comparing 
different views
• Locating 
arguments in a 
written discourse
• Making written 
discourse cohesive
K Alternative Energy
Sources
Unit 1 : Power
Surge from Outer
Space
Unit 2: Power from  
the heavens
• Because and 
because of
• Present simple
• Despite, in 
spite of
• Passives 
(present simple and 
past simple)
• Word formation 
(nouns, verbs, 
adjectives)
• Adjectives and 
the
adverbs derived from 
them. Irregularities of 
forms and meanings
• Expressing 
reason
• Describing 
function
• Expressing 
concession 
(Introducing a fact 
which makes the other 
sentence or part of the 
sentence surprising)
• Describing 
processes and events i 
the present or in the 
past
•
•  Skim through 
the texts to find out 
which of the two 
headings goes with 
which of the two texts
• Write down your 
version of a subheadin 
for each of the texts.
•  Discuss the 
advantages o f these
a two alternative source 
of energy.
• Compare them 
in terms of cost 
effectiveness and
• Predicting topic 
from a title or a 
headline
• Writing captions 
for a diagramme
• Talking about 
advantages and
g disadvantages
• Deducing 
meaning of 
unfamiliar words
s from context
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Module Topics Structures Functions Tasks/Activities 
(The Domain of 
Methodology)
Language Skills
e.g. fast, hard, hardly. environmental
friendliness.
•  Fill in the table 
with the missing noun, 
verb or adjective
• Having read 
the texts, write the 
missing captions for th 
diagrammes.
• Match the words 
with the appropriate 
definition or synonym.L nventions which 
make our life and 
work easier 
Unit 1: The 
autocue
Unit 2: Catseyes
• In order to..., 
to..., so that...
• Contain, are 
set, are made of, 
are inserted...
• Present simple
• Adjectives: 
durable, flexible, etc.
•  Expressing 
purpose
•  Expressing 
design
•  Describing 
processes
•  Describing 
properties o f  
materials
•  Do news 
readers and 
politicians have a 
very good memory 
for long texts or is 
there a trick that 
helps them? A 
discussion.
•  Suggest people 
with other jobs who 
may find the autocue 
useful.
• Write an essay : 
“The good and bad 
sides o f using an 
autocue”
•  Suggest a 
different title for the 
material “Catseyes”. 
Explain why you have 
chosen it.
•  Compare the 
roads in this country 
with what the roads 
seem to be in the UK.
• The history 
behind these two 
inventions.
•  Compare the 
adjectives used to 
describe the materials 
from which each of 
the two inventions is 
made. Think o f other 
gadgets which need 
materials with the 
same or similar 
properties.
•  Discussing 
advantages and 
disadvantages
•  Relating facts 
about new inventions 
to existing jobs
•  Talking about 
alternatives
8.2.3 Conclusion
The proposed syllabus presents a working document aimed at meeting the needs of 
Electronics students in the EBTC. Its major focus is on developing the appropriate skills 
in EST learners who need to be able to use the language either as professionals in their 
field or as students doing degree courses in the technical subjects. The syllabus also
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looks into the development of structures and functions but not as an end in itself. It 
has emerged as a result of the research undertaken as part of this study, as well as 
from the researcher’s own experience, and the theoretical background to EST. All the 
evidence proves that even the most communicative approaches cannot do without the 
backbone of language -  structures and functions.
The learners of EST who are exposed to this syllabus in the EBTC should benefit 
from the way it makes learning the language meaningful and effective, appropriate 
and relevant to the demands coming from the other technical subjects that they do. 
The essential assets of the proposed work plan and the selected and developed 
materials is that they are specially designed for the real needs of the Electronics 
students in the Bulgarian context.
The researched requirements for graduate skills within the SMEs in the region have 
also been taken strongly into consideration when the design of the syllabus and 
materials was undertaken. Consequently, what has been done and suggested in this 
chapter is the practical response to an overlap of needs and demands coming from 
three essential areas HE, SMEs and individual learners.
Other teachers who are adequately trained could adopt the syllabus and materials or 
just elements from them, because they are flexible and therefore leave room for 
additions, amendments and upgrading. The strategy undertaken by the researcher 
coincides with that of other EST teachers in Bulgaria who, due to the lack of good 
published materials, find their own and develop them as teaching materials. This is 
often done fragmentarily and unsystematically. The factors which lead to this are
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many -  time constraints, unavailability of up-to-date materials, lack of information 
about sources, insufficient methodological training of the EST teaching staff. It is the 
researcher’s belief that the present chapter will fill in a major gap in the teaching EST 
practice in Bulgaria.
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CHAPTER IX
CONCLUSION & RECOMMENDATIONS
9.1 Introduction
From my 16 years as a practising teacher of English first in an English Language Schools 
and since 1991 in the English Bulgarian Technical College in Bourgas, Bulgaria, I became 
increasingly aware of the lack of appropriate teaching materials for students entering the 
post-totalitarian world of a market economy. I realised that the students at the college, 
where science and technology dominate the curriculum, were often demotivated by 
irrelevant, uncoordinated and unchallenging texts or language exercises. The teaching 
materials did not relate to their technical studies at an adequate level nor did they prepare 
them for future employment in the rapidly changing world of the late 90s. The emphasis 
on knowledge prevailed and skills development was either completely missing from the 
agenda of language teaching/learning, or was very limited. With the scope of the public 
sector subsiding and the private sector coming to the fore, the demands for new specific 
English language skills among companies has been growing. Indeed, today’s economic 
developments world-wide require a completely novel portfolio of employees’ skills. 
“Graduates entering the business today will be trained for a working environment very 
different to the one that existed five or 10 years ago” (The Guardian, Oct. 28 1999). 
Bulgaria should follow suit if it is to be integrated into the European and world 
structures.
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This research work was consequently undertaken with the purpose of examining the 
official attitude to language training provision in Bulgaria, and the theoretical background 
to EST, and of assessing the perceived needs of both the students and their prospective 
employers, and hence to develop a syllabus and a set of materials which would meet 
those needs whilst at the same time providing a bank of useful teaching modules for 
fellow teachers labouring under the same difficult situation as myself Whilst the proposed 
syllabus does not claim to be sufficiently trialled or finite, nor to meet all the requirements 
of the constantly changing situation in a country like Bulgaria, it stands as a positive 
starting point for future research and development. Recommendations for further 
research are made in Section 9.8 of this chapter.
9.2 Background
The starting point for the present research comprises a number of educational issues and 
EST problems which have been awaiting a solution for a number of years. The vision has 
been that the situation can be helped through the provision of a concrete syllabus, a set of 
teaching materials and a methodological rationale for their classroom exploitation. These, 
of course, can only hold a claim for real practical relevance to a particular educational 
environment if they correspond to the well-defined needs of individuals, community and 
society.
9.2.1 Teaching situation
Teachers in Bulgaria are generally underpaid, overworked and often part-time. They have 
to deal with a heavy teaching load, with many administrative duties, as well as
253
Chapter IX
often having a second or third part-time post elsewhere. In faculties where English is not 
a major course the status of language teaching is often undervalued and the programmes 
and facilities are limited. There are few up-to-date materials, often relatively poor IT 
facilities and language courses are given low priority in the organisation of the timetable. 
In fact, in some cases the credit rating for English language is very low and the courses 
sometimes become electives in spite of a general awareness of the need for English as an 
essential communication tool for entry into the global economy.
Having reviewed the official pronouncements concerning language teaching 
developments planned within Bulgaria since the crucial changes in the political scene, it 
can be said that the government attitude is as follows. There is a reorientation towards a 
focus on the process rather than the content of learning. The learners with their needs are 
increasingly becoming the focal point of the teaching/learning process. They are given a 
greater freedom of choice of language courses and activities which relate to their 
specialisms. There has been a dramatic change in the overall system of higher education, 
with many new universities and colleges being set up. Some of them, such as the EBTC 
at Bourgas Free University, enjoy the freedom to develop and offer new courses and 
receive accreditation by outstanding European educational bodies. The newly founded 
Higher Institutions generally provide English language courses to non-specialists. This 
trend is in line with the world-wide recognition of English as an international language 
and an indispensable tool for business communication.
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Despite all the positive changes in education since 1989, a number of major problems still 
remain unsolved. Firstly, the Ministry of Education attitude towards ELT in general, and 
EST in particular is still confused and sometimes contradictory to the pronounced 
importance attributed to it by employers and individuals. Secondly, there is a lack of 
finely focused teacher training programmes to meet the demands coming from the 
consumers of the products of EST learning. Thirdly, the insufficiency of valid and 
interesting learning materials leads to disinterest among university students and 
unsatisfactory job performance. Fourthly, dissemination of good language practice and 
expertise is hindered by inadequate and limited system organisation. And finally, there is 
little incentive for language teachers to get involved in research and thus improve their, as 
well as other teachers’ classroom practice.
9.2.2 The SMEs
Under the present market economy conditions the newly emerged private companies in 
Bulgaria are trying to go international. This fact has considerably changed the profile of 
good employees. Academic standards are still important but SMEs managers ask for 
much more. EST knowledge and skills are among the essential components of a 
professional’s portfolio, especially if s/he is required to add value to the goods and 
services of science, technology and engineering related companies. The small businesses 
in the CEEC (Central and East European Countries) constitute a large percentage of the 
national economies and consequently can be looked at as reliable economic drivers. (See 
Section 7B.1 in Chapter VIIB). Therefore, SMEs’ needs are to be approached and
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identified in order to bridge the existing gap between academic training and professional 
skills inherited from the past.
9.2.3 The EBTC
The situation at the EBTC in Bourgas, as discussed in Chapter II, differs in a number of 
ways from the majority of state universities. It has certain independence in the area of 
course and materials design, course implementation, and the employment of 
methodology. Since it was founded in 1991 it has developed its own profile and made 
considerable achievements in terms of accreditation recognised across Europe (NVQ 
Level 3) and graduate professional reputation with local SMEs. It offers a variety of 
courses within its three strands -  Electronics, Industrial Management and Management 
of Automobile Transport. EST is a major component in each of the three strands. The 
requirements for a National Accreditation of all Higher Educational Institutions in 
Bulgaria must be met by the EBTC too. The documentation for the accreditation process 
has already been submitted and is awaiting approval. The government policy will in a 
way limit the freedom enjoyed so far, but it will not be a straitjacket for local decisions 
within the approved framework, for innovations and improvements in terms of materials 
design, course evaluation and classroom methodology.
The lack of good EST materials has always been a major problem not only for the EBTC 
courses but generally in all the technical universities and colleges in Bulgaria. The newly 
emerged needs of both learners and employers in Bulgaria demand a great deal more 
from EST materials. The learners at the EBTC are well aware of why they need a
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specialised language course. It is an essential component of their study at the college and 
a prerequisite not only for being awarded an English Certificate, but also for getting a 
good job. Therefore, they cannot put up with dull and irrelevant texts, tasks and 
activities. They cannot benefit from knowledge-oriented teaching, but need skills-based 
learning achieved through the use of interesting and challenging materials. Their attitudes 
have become more and more pronounced. Their disinterest with traditional teaching 
methods and materials calls for radical changes resulting in appropriate seminal texts, 
interesting techniques and classroom activities, strategies for learning and language use 
and skills development. Consequently, the need arose to look into the ELT literature, 
study the stages of the developments in ESP and identify the links and relations between 
EST and the existing learning/teaching methods and techniques.
9.3 Literature overview
As discussed in Chapter III and in Appendix 1, the long history of ELT and the 
developments in ESP in the past 50 years have seen the emergence of a variety of 
different language teaching approaches, methods, syllabuses and materials. These range 
from the traditional approach using translation to the more lively communicative 
approaches of the 1980s and the choice of eclectic syllabuses in the 90s. The focus has 
moved from the study of form, through the study of semantics, to the development of 
language skills in the use of the language with more focus on the students with their 
needs and wants rather than the teacher. There has been a definite trend worldwide 
towards learning English for specific rather than for general purposes.
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However, the review of the available literature (Chapter III, and Appendix 1) also 
reveals that in general, these developments have not been positively reflected in the 
approaches used in ESP. Whilst the need for technical English is acknowledged and a 
vast amount of research has gone into examining the nature of technical discourse (See 
Gramley and Patzold, 1992: 244-257; Ewer, and Huges-Davis, 1985; Wood, 1982; 
Trimble, 1985: 5-21; Crombie, 1985: 101-103) and the communicative skills needed in 
an employment situation, there is great reticence in changing the methods used in EST 
and there is a paucity of appropriate materials for technological studies. As de Escorcia 
(1985: 232) observes “there is usually a basic discrepancy between the good solid 
knowledge of scientific discourse provided by research and the application of those 
results in the production and presentation of materials.” Commercially published 
materials have focussed mostly on business and tourism, leaving a huge gap in the area 
of teaching English for Science, Technology and Engineering. The existing traditional 
EST coursebooks tend to prioritise the learning of language structure and long lists of 
specialist vocabulary. The majority of them are highly specialised. Therefore, they 
become an extension to a particular subject and fail to achieve good language learning 
outcomes. Students are often demotivated to learn because they are already familiar in 
their mother tongue with the content of what is offered in the language classroom. Faced 
with the need to use language in real situations as a means of communication and a tool 
for accomplishing tasks in a professional or academic English speaking environment, 
they appear incompetent.
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Having looked into the literature (See Sections 3.2 and 3.4.2, Chapter III), the essential 
conflict emerged as being between learning vocabulary and form versus language 
developing specific language skills. My teaching experience and familiarity with the 
EST realities in Bulgaria have also provided another insight, i.e. the existing problem 
with inadequately trained teachers -  language teachers with no technical knowledge, or 
technical teachers with no language teaching skills.
The literature review served to underline the fact that the problems faced by Bulgarian 
EST teachers are not unique to that country although exacerbated by the local 
conditions. The result in the EBTC was that teachers were struggling to use existing 
published EST materials and adopting the table of contents as a syllabus. They were 
groping intuitively for the right methodology and usually ended up with traditional 
lessons, exercises and hardly any impact on the learners’ learning. Skills development 
was highly neglected.
The need for and the importance of successful EST courses mean that the syllabus and 
materials designer should take into account the 3 important criteria, focused on in 
Chapter III, namely that
• ESP teaching should satisfy learners’ needs, (“Understood properly, it (ESP) is 
an approach to language learning, which is based on learner need” (Hutchinson 
and Waters, 1987: 19));
• ESP is not about teaching subject specific content, (“ ...area specific 
materials...must and can be used for the development of generalised strategies
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that can be applied in other situations and that will be of a more educational 
value to the students than just learning a restricted language in a restricted and 
totally predictable context. In other words, ESP should be the springboard to 
English in general and not the other way round.” (de Escorcia, 1985: 232));
• ESP priorities should be the completion of tasks through English and hence the 
development of skills, (“...when language classrooms focus on task-oriented 
activities which give students experience in functioning in extended, realistic 
discourse in the target language, those students are able to learn not only 
appropriate language use, but real communicative processes as well” (Taylor, 
1987: 45).)
The above criteria should be the basis for materials and syllabus design. Consequently, 
the next step was to explore the theoretical aspects concerning these two major elements 
of EST learning/teaching. Chapter IV highlighted the nature of materials, authenticity 
and the difference between EST and EGP materials. The important issue that emerged 
was the need to start with the materials rather than with a syllabus when developing an 
EST course. The rationale for this was the learners’ greater involvement with materials 
which are relevant, authentic and topically seminal. Less subject specific texts, it was 
argued, would cater for a wider range of EST needs and facilitate the development of 
language skills rather than the learning of subject specific content. Authenticity was seen 
as a major factor for sustaining interest and enhancing motivation. Based on the above 
considerations, 3 checklists of criteria for selecting materials were suggested (Chapter 
IV) and summarised in a diagramme. Good learning materials should be:
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❖ Appropriate for the development of specific language skills and functions
❖ Authentic and topically relevant
❖ Interest-raising and learner motivating
❖ Available and accessible
❖ Not too subject-specific.
Having outlined the essential considerations for materials design, it was crucial to see 
what the most appropriate syllabus was for channelling the language activities in an EST 
course. The study of the theoretical prerequisites for syllabus design helped identify the 
major types of syllabuses and indicated that the most pertinent one for the purposes of 
studying English for Electronics in the Bulgarian context was an eclectic syllabus. The 
major syllabus components were discussed and it was proved that notions, functions and 
structures, should be incorporated alongside tasks and skills for better learning outcomes 
with EST learners at the EBTC. Methodology was highlighted as external to syllabus 
and yet as an essential tool for implementing it and overcoming its limitations. As a 
result of the whole reorientation of learning and teaching, learners were seen as having a 
new active role in the process, one which requires them to take part in decision-making 
about materials, techniques and modes of learning. Teachers, on the other hand, were 
seen as facilitators, activity organisers, promoters of interaction and critical observers.
9.4 Quantitative versus qualitative
Having examined the literature dealing with ESP, materials and syllabus design, the 
major research programme was undertaken over the following months. Because of the
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constraints of the local situation (e.g. a limited number of possible respondents in the 
research; a lack of possibility to experiment with novel learning/teaching methods and 
materials and afterwards compare results with a traditionally treated group of learners; 
time constraints; insufficient part-time staff commitment; etc) it was recognised that a 
quantitative study would be extremely limited. Consequently, case studies were 
undertaken both with students and SMEs and trialled materials were developed.
Initially, a quantitative survey was undertaken with students from the EBTC. It provided 
only a limited insight into the needs, wants and learning preferences of the students 
because of the insufficient number of informants. Since it did not yield illuminating 
enough interpretations, a qualitative approach was undertaken, namely a case study. Two 
sets of students -  from the UK and from Bourgas -  were studied through individual 
interviews. A number of local SMEs, were also studied in terms of the EST skills and 
competencies as well as the general skills they looked for in graduates.
9.5 The results
The students were asked a number of questions, among them questions relating to 
prevailing teaching methods in their home country, reasons for learning English, taking 
part in decision-making about language learning, major problem areas with English, most 
useful ways of learning and most important language skills. They were also asked to go 
through a sample teaching unit and comment on the tasks and activities.
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The results from the case studies of students helped identify what they preferred to do, 
needed to do and enjoyed doing in the EST classroom. A number of patterns emerged 
proving that measures should be taken to make the learning/teaching of EST a 
meaningful activity, ensuring positive outcomes relevant to the demands of both 
academic and professional endeavours. The following is a summary of the patterns.
• Innovative ways of learning/teaching placing a greater responsibility on the learners 
should be adopted. They should stimulate the learners’ active participation in 
decision-making about learning.
• Learning should prevail over teaching. Teachers’ should be prepared for their new 
roles of observers, facilitators of learning, organisers of remedial activities, 
consultants and managers of the learning process.
• Meaningful tasks and activities developing a variety of EST skill should be standard 
in the language classroom.
• All the four major language skills should be developed alongside a variety of 
specific EST skills to enable learners to become better equipped for the challenges 
of a very competitive job market.
• Adult learners of EST prefer non-traditional authentic materials, relevant to their 
particular subject area and exploited in meaningful ways.
• Learners feel better with a flexible organisation of the teaching units which do not 
follow a strict pattern.
The needs of local SMEs were researched in two ways. Firstly, they were addressed 
individually and asked to fill in a questionnaire looking at their expectations of staff
263
Chapter IX
language skills. Secondly, as participants in a seminar with visiting lecturers form England 
they were asked to list the ten most important skills they looked for in graduates. In brief, 
the majority of them looked for at least upper intermediate level of English with a strong 
preference for EST. They would expect their employees to carry out various tasks 
through English and be competent in all the four skills. However, speaking was not 
considered as very important with some of the SMEs. Other skills they would expect 
their staff to possess and develop further are flexibility, IT skills, communication and 
team work. Based on the findings from the study of the needs of both learners and SMEs 
it was claimed that major priorities in EST are to:
• Design EST courses which will cater for both academic and professionally-oriented 
learners;
• Allow for the development of all the four basic language skills;
• Make learning EST an interesting and meaningful experience through the use of 
appropriate materials, tasks and skills-developing activities;
• Develop strategies for life-long learning and transferability of skills;
• Develop IT skills through the use of English;
• Create opportunities for team work in the EST classroom;
• Be flexible in learning/teaching and thus help develop flexibility in the future 
professionals.
Drawing on all the above outlined results and patterns it was seen as important to 
undertake a syllabus and materials design which would reflect the expressed requirements 
and preferences and meet the real needs of the individual learners and their
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future employers. Appropriate skills development through interesting, authentic and up- 
to-date materials was seen as the key to successful EST learning.
9.6 The syllabus and materials produced
Having established the needs of both interested parties -  individual learners and SMEs- a 
syllabus was designed for 150, 45-minute contact hours. It incorporates 12 modules with 
21 teaching units. It is an eclectic type of syllabus constructed around interesting 
technical texts whilst still comprising a focus on structures, functions, tasks and skills. It 
is also flexible in that it does not declare a strict order of units, tasks and activities, or 
prescribe rigidly the methodological techniques to be employed. The assessment criteria 
for a successful completion of the course are linked to the development of specific EST 
skills.
The materials designed for the EST classroom are also in line with identified needs and 
preferences. They are of current interest to Electronics students, since they have been 
selected from recently published periodicals or the Internet. The texts are challenging 
enough and yet manageable, thus sustaining and boosting motivation. They provide for 
developing a variety of functions and for acquiring the appropriate structures of the 
language. This is achieved through task completion and language skills development all 
aimed at meaningful outcomes in the process of communication through language.
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9.7 Comments
The proposed syllabus and materials have shown to be successful with the Electronics 
students at the EBTC through classroom observation (the clues I took away from my 
own evaluation of the lessons) and the results of the case studies. They have shown a 
greater interest and demonstrated a higher motivation to learn and perform in class than 
when occasionally working with traditional teaching units coming from published 
coursebooks. What is more, students tend to bring their own materials, topically related 
to the ones we have done in class and express a desire to use them as well, which we do 
whenever it is considered appropriate. Students enjoy the topical and structural variety of 
the lessons. The links that they make with their technical subjects both on the level of 
content and skills, proves the relevance of what is done in the EST course.
It would seem that the proposed syllabus and the designed teaching units work with the 
students at the EBTC. Hopefully, they will work with other learners of EST in Bulgaria. 
It has to be taken into account, though that if the element of novelty is to be sustained, 
materials have to be changed or supplemented with more recent ones. They can easily be 
selected off the Internet or from current publications. The patterns of exploiting them can 
still remain the same, unless some more innovative techniques can be thought of.
9.8.1 Recommendations
The present study was undertaken in a difficult period of transition for Bulgaria as a 
whole and for its educational system in particular. It addressed a major need for 
improvement in the field of EST. Various considerations had to be borne in mind and a
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number of considerable obstacles had to be overcome. Financial and time constraints 
were the most serious ones. They certainly were the restrictive factor in my attempt to 
get to the core of the matter, trial the materials and syllabus for a longer period of time 
and with several groups of learners, make a larger scale (a national one) research into 
SMEs needs. An analysis of the needs of a larger population of SMEs representing the 
region of Bourgas as well as the other regions along the Black Sea is seen as pertinent 
because of the similar infrastructure and economic developments of these regions. The 
sectors which are being given priority and are mainly developing are very much the 
same. Higher educational institutions will therefore have to cater for learners of EST 
with similar needs and wants.
Despite the many obstacles and difficulties, the application of the identified principles of 
EST learning/teaching as well as the materials and syllabus produced as part of the 
study, proved to be successful and to benefit the students at the EBTC.
9.8.2 Future needs
Provided the right conditions for research were available in the future, other issues could 
be addressed, or familiar ones could be investigated more thoroughly. There is the 
obvious need to do a similar study into the actual needs of the students from the other 
technical strands at the EBTC. It will also be useful to look into the possibility to 
introduce a considerable EST component in the foundation general English course for 
the first year students at the college.
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There is a need to find out whether the developed materials and syllabus will be 
adequate for similar students in similar circumstances. This means that a parallel 
research could be undertaken in other technical institutions with other learners of EST. If 
other teachers wanted to participate, there could be further monitoring of how the 
teaching materials worked and whether any changes to the syllabus would be pertinent.
There is also ample ground for even more focused research, both methodological and 
linguistic. Areas that could be explored are:
❖ The most successful types of language tasks and activities,
❖ The skills that graduates already in employment most need in their jobs with SMEs,
❖ A linguistic analysis of specialist vocabulary and acronyms,
❖ A system of evaluation and assessment of learners’ progress in EST at the 
educational system and their further progress with English while in a job.
The learning materials developed as part of this study need to be made accessible to 
other EST teachers and learners if the situation is to be helped. They cannot be used for a 
very long time, since, as it has been pointed out, scientific texts soon become out-dated. 
Therefore, they should either be supplemented with other more recent materials, or a 
second generation of materials has to be designed. When they become old, the present 
ones can, though, be used for ‘historical’ reference with dedicated learners for out-of- 
the-classroom activities.
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A situation in which the already designed materials could be made available on a self- 
access basis will be helpful for the local teachers. A more ambitious plan is to have them 
published given the financial support.
In order to make these materials and the proposed syllabus not just a statement of fact 
but working documents for a larger number of teachers there needs to be a series of 
training seminars for those concerned about the outcomes of EST teaching/learning. An 
overall curriculum design could be undertaken reflecting the experience and attitudes of 
all the teachers concerned, as well as the local and government requirements.
The dissemination of expertise and practical outcomes will inevitably improve the 
practice of EST learning/teaching in the country which should become even more 
focused on skills development. On the threshold of the third millennium “The buzzword 
is multi-skilling”. Flexibility is certainly the other keyword that goes along with it. 
Nowadays you cannot “learn a new skill and use it for the rest of your life any more.” (A 
single skill is not enough. The Guardian, Oct. 29 1999)
9.9 Self-Analysis
The writing of the present research was not only an account of observations and 
outcomes, but also an exceptional learning experience for the researcher. The value of 
the experience of going through the process of investigating, comparing, concluding and 
suggesting is equal to the value of the insights highlighted in the thesis. To the 
researcher it was a “pilgrim’s progress” from an educated, complacent “ignorance” to an
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initiated understanding of the intricacies of a world of complex and complicated 
relationships between the various phenomena of learning and teaching EST.
The idea to do it had been growing in me long before I actually undertook it. My 
personal experience in this sector gained through opportunities raised by TEMPUS JEP 
07307-94 project and British Council events convinced me there was not enough 
expertise to draw upon in Bulgaria. I became aware of the insignificant weight a thesis on 
EST done in Bulgaria would have for professionals in the field.
As a teacher researcher I had to work under conditions very different from those under 
which a professional researcher usually works.
1. The research I engaged in was not, strictly speaking, a part of my professional role. I 
was not granted the resources and time that I needed.
2. The research I conducted, unlike purely theoretical research, had immediate practical 
application and consequences. In fact, it stemmed from classroom experience and 
concerns, and most of the stages of syllabus and materials design were tested with 
real learners of Electronics, Industrial Management and Automobiles.
3. The present research is centred upon a particular strand of learners in a particular 
institution because I did not have the resources and the freedom to access other EST 
courses in other colleges and universities.
4. I had limited opportunities to disseminate the intermediate results of my research 
among colleagues interested in the same issues, as there are few teachers who do EST 
and are interested in research in this sector. Yet, I published a couple of articles
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related to my thesis in the Annual Edition of Collected Papers of Bourgas Free 
University and the TEMPUS JEP 7307-94 Project Newsletters and Collected Papers, 
and used the opportunities provided by several seminars and conferences that I 
attended to draw the attention of fellow colleagues to some aspects of my research.
5. My role as a teacher is to teach and this I had to do all the time while I was carrying 
out my research and writing my thesis. Bearing in mind my very heavy workload at 
the university I work for, this proved to be a hectic and burdensome task. This is why 
it was impossible to construct very sophisticated data-collection procedures.
6. Not being trained to be a professional researcher, I had received little pre-service 
training in research procedures. I had to get to know them en-route which, at times, 
was stressful and meant time and efforts wasted.
I carried out my research and wrote my thesis as a part-time collaborative distance- 
learning Ph.D. student at Surrey University. Often have I been asked: “Why didn’t you 
register as a Ph.D. student in Bulgaria?” The connotation was not always positive. Long 
before I actually registered as a research student at Surrey University I had investigated 
the opportunities for doing the present research in Bulgaria. There appeared to be a 
number of stumbling blocks. First, I could not find a supervisor -  somebody with the 
right academic background, degree and expertise. Second, the relevant sources of 
information proved to be very limited and difficult to access. Third, I realised that what 
was being done in the field of EST in Bulgaria was insufficient and unsatisfactory.
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These findings made me choose the route, which turned out to be very expensive but 
effective and rewarding, thanks to the willingness with which my supervisors shared 
their expertise with me. With the advantage of hindsight I can now say that the guidance 
I received was invaluable. The experience I gained as a PhD student in an UK University 
was quite different from what I had expected. Learning in. the UK is much less didactic 
than it is in Bulgaria and consequently I became an independent learner. Thus I managed 
to approach the overwhelming amount of recorded theories and research from the point 
of view of a critical reader and explorer. The guidance of my supervisors gave me the 
momentum I needed. After a few months of adaptation to the new requirements and 
expectations I realised where I should be going and how. What followed was an 
explosive learning period which helped build up my self-confidence and enhanced my 
motivation and determination to achieve as much as I could. I became a more mature 
learner and researcher conscious of what aspects of the EST area really merited attention 
in order to make the language progress of science students more efficient.
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APPENDIX 1
REVIEW OF THEORY OF ELT/ESP (LITERATURE OVERVIEW)
1.1 Historical developments. An expanded analysis of table A1
The need to learn foreign languages has a centuries-old history. Latin and Greek set 
some of the trends in the Renaissance. The accepted practice for learning the classical 
languages was to either hire a private tutor, or to send the learner to the country 
where the language was spoken. As learning foreign languages was the privilege of 
the rich, they could afford the expenses. It was as early as that time that methods of 
foreign language teaching began to develop. With the advantage of hindsight we can 
say that they were quite rudimentary, but it cannot be denied that today’s methods 
have been founded on the grounds of the old traditional ones. Each “new” method 
develops either as a reaction against an already existing one, or as a continuation and 
an improvement of it. If the former is the case, then those suggesting it have learnt 
from the ‘mistakes’, ‘faults’ and ‘weaknesses’ of the older method(s). If the latter is 
the case, then the “new” method apparently contains a lot of the aspects of the older 
one but they have been improved, clarified and adapted to the current needs of 
learners and the community. As methods development is obviously a slow and 
difficult process it takes quite a long time for a method to be established, to gain 
popularity and become widely-accepted. As Els et al (1984: 146) put it “the changes 
in method through the ages have never affected the entire field in the same way and 
at the same speed. Many periods are characterized by a preference for a certain 
approach, but never does one single method gain a monopoly”. Today the situation in 
foreign language teaching is very similar.
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Learning and teaching a foreign language is a very demanding task for both learners 
and teachers. With all its complexities it has been a real challenge for generations of 
theoreticians and practitioners who have tried to strike a balance between realities 
and preconceptions. Because of the insufficient interaction between the two 
professions, sometimes for decades there seemed to be no change or improvement. 
This was to the detriment of the teaching profession and of the learning practice. 
Within the last ten-fifteen years the processes have become much faster and 
considerable notice is being taken nowadays of the demands of the everyday 
practices and the lessons learned from experience.
As the changes in methods are not strictly time-bound, any chronological treatment 
will be imprecise to a certain extent. The dating of the methods is to be taken 
relatively and more as a way of convenient treatment than as watertight 
chronological tabling.
Since the term ‘method’ will often be used in this chapter, it will help to give a
definition which to distinguish it from the term ‘theory’. Stem (1983: 452)
understands it as a
“single strategy or a particular technique; it is a ‘theory’ of 
language teaching... which has resulted from practical and 
theoretical discussions in a given historical context. It usually 
implies and sometimes overtly expresses certain objectives, and a 
particular view of language; it makes assumptions about the 
language learner; and underlying it are certain beliefs about the 
nature of the language learning process. It also expresses a view of 
language teaching by emphasizing certain aspects of teaching as 
crucial to successful learning.”
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This definition is one of many. However, it is suitable for the aims of this chapter as 
it provides us with the inventory of aspects that we need to look at when discussing a 
method or when comparing methods.
1.2 How and why methods originate
The outline of the methods and approaches that follows is far from exhaustive. It 
covers and analyses some of the major developments in the linguistic theory and 
practice, in an attempt to highlight the background and circumstances of the 
appearance, the historical development and the prospects of teaching and learning 
ESP.
Most of the methods have been developed to respond to a concrete demand of the 
educational system, which is usually called upon to meet specific social, political, 
economic, national and international needs. New methods are quite appropriate for 
the requirements of a given period, and appear to be up-to-date for a different length 
of time. Continuity helps to hand down the best facets from one method to another 
and thus ensures the constantly increasing quality of FLT. The appearance of new 
methods is closely related to the changes in language theories and the involvement of 
other fields of human knowledge in linguistics. However, very often the failure of 
learners and teachers to achieve the wanted results in FLT, is the driving power 
behind new learning and teaching methods. The practising teachers have always 
provided the most convincing evidence in favour of one change or another.
A recurring weakness of most methods and approaches is their preoccupation with a 
limited number of aspects of language teaching and learning. Thus they become
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‘captives’ of the ‘prisons’ they have built themselves. In their attempts to be unique, 
original and innovative, they fail to embrace all the positive achievements of other 
methods and approaches. The conclusion that only an eclectic approach or method 
can provide the key to all questions imposes itself. Stem (1983: 477) claims that 
during the sixties and seventies several developments came to prove that there was “a 
shift in language pedagogy away from the single method concept as the main 
approach to language teaching”.
The new trends were an indication of the attempts among theoreticians and 
practitioners “to overcome the narrowness, rigidities, and imbalances which have 
resulted from conceptualising language teaching purely or mainly through the 
concept of method.” (Stem, 1983: 477)
According to Johnson (1989: XI), applied linguistics, “the theoretical arm of 
language teaching” has passed through three phases. The analysis of some of the 
periods of FLT will be much better comprehended if seen against the background of 
these phases.
“The first phase was that of the communicative revolution when it 
was inspired by new ideas and iconoclastic zeal. ...The first 
revolutionary phase came to an end with applied linguistics focused 
upon the new linguistic sciences, psycholinguistics and 
sociolinguistics, divorced from its structuralist/behaviorist past, and 
distanced, if not estranged from the mainstream of educational 
theory.”
The role of other sciences on the theoretical and practical developments of FLT is 
undeniable. Language acquisition began to be looked at not simply as internalising 
structures or adopting proper linguistic behaviour, but also as developing a complex
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system of psychologically and socially determined skills and uses. Learners began to 
take greater interest in this process as being able to influence the ‘what’ and ‘how’ of 
learning and teaching.
The second phase was marked by the successful development of plenty of methods, an 
increased awareness of the importance of communicative competence, and a 
respective focus on needs analysis, syllabus and materials design, and the roles of 
learners and teachers. Considerable success was achieved in each of these areas but 
little interaction was established between them.
The third phase is the one, which began in the 1980s. It is characterised by an ever­
growing interest in curriculum, in reuniting language teaching with educational theory 
and in imposing order on the chaos caused by the many communicative approaches to 
FLT. Johnson (1989: XI) calls it a phase of “consolidation and integration, with a 
new sense of realism...”
1.3 Traditional methods: Grammar-translation method
As the name suggests, this method’s main consideration is the teaching of the second 
or foreign language grammar. It was largely developed in the European school 
systems and was the preferred method in the 18 and a great part of the 19* century, 
but it was most pronounced in the latter century. It is also called the ‘traditional 
method’, a name which relates to the fact that Latin and Greek have been taught for 
centuries with the help of this method. It is still used either in its ‘pure’ form or as a 
complement to other methods. The teaching of modern languages followed in the 
same route as the teaching of the classical languages for many decades. One major
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reason for this was the attempt of the advocates of modem languages to prove that 
these languages were at least of the same value as that of the classical languages. The 
learning by heart of long lists of words, complicated grammar rules and paradigms 
(e.g. a verb paradigm) was emblematic of prestige and high standard. The mind was 
trained by logical analysis of the systems of modem foreign languages. As such a 
way of learning was hard and strenuous and presupposed a strong intellectual 
discipline, the learning of foreign languages remained for years an occupation for the 
elite.
The features differentiating this method from the others are:
• Sequencing of lesson stages -  a statement of a rule, a vocabulary list, translation
exercises, followed, at the end of a course, or level of study, by a translation of
prose passages.
• Heavy reliance on translation from LI to L2 and vice versa.
• Emphasis on form, word classes and learning of rules.
• Memorization of long bilingual lists of words.
• Reading and writing were the most benefited language skills.
• Listening, speaking and pronunciation were neglected.
• Extensive use of LI by teachers and students in the classroom, 
e Language was learned passively.
• Inability of learners to use language effectively for purposeful communication.
“It is a mainly book-oriented method of working out and learning the grammatical
system of the language”, (Stem, 1983: 454).
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Despite the strong disagreement with many of the principles of this method, some of 
its aspects are still valued by many practitioners around the world, because there is a 
demand for a number of the things that this method provides. People learning a 
foreign or a second language very often need to resort to their first language as a 
reference system. There are learners, especially adults, who are well familiar with 
their mother tongue grammar and are more confident if the teaching and learning of 
the foreign language is based on learning the unfamiliar grammar and drawing 
parallels between and/or contrasting the LI and L2 grammatical systems. There are 
situations when people have to be trained to become professional translators and in 
this case, such a method is quite feasible. From a didactic point of view, the 
grammar-translation method is relatively easy to employ. No equipment or special 
arrangements of the classroom are needed, large groups of learners can be instructed 
simultaneously. These are some of the reasons why practitioners are still employing 
elements of the traditional method, centuries after it came into existence.
1.4 Structural approach - 1960’s
1.4.1 The direct method
According to Els et al (1984: 148) “the direct method is not one single method, but 
rather a collection of approaches and techniques”, two of which are the audio-lingual 
and the audio-visual methods (visual stimulus, rejection of mother tongue). Stem 
(1983: 462) on the other hand, lists it as a separate method without explicitly 
questioning its independent existence. It is not, though, a matter of any significant 
difference, but simply a way of segmenting or grouping together similar methods 
which share a lot but also differ in some aspects. It is difficult to draw a fine line
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between some such methods but it, by no means, hinders the understanding and/or 
the successful application of a particular method.
Els et al (1984: 148) state that “the differences between the various direct methods 
have never been fundamental, and usually boil down to different conclusions which 
are drawn for teaching from differences in emphasis on common principles.” As it 
will continue to happen in the theory of FLT methods, the direct method was 
developed as a reaction to the Grammar-translation method. Here are the features 
which are characteristic of the approaches which can be seen as manifestations of the 
direct method:
• Oral skills are emphasized and they benefit from the attention.
• L2 utterances are directly associated with objects and actions.
• L2 is used as a means of instruction and communication.
• Translation, as a technique of teaching, is avoided.
• Use of LI in the classroom is avoided or highly limited.
• Grammatical rules are not memorized and are rarely explicitly formulated or 
taught.
• Learners arrive at the grammatical rules by practising using complete utterances.
• The listening and speaking skills are developed through the respective practice.
The predominant teaching techniques include:
• presentation of a text from a textbook by the teacher;
• explanation of difficult words and expression in the target language;
• teacher asking students questions to ensure comprehension of the text;
• students reading the text aloud;
• students finding out what grammatical principles are involved in the text;
• exploitation of the following types of exercises: asking and answering questions, 
dictations, substitutions, narrating, writing compositions on a topic chosen by the 
student(s); associations of language items with objects and people from the 
surroundings.
Reliance on phonetics and grammar is the basis of the direct approach. It is assumed 
that a foreign language is acquired much in the same way as a mother tongue.
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1.4.2 The audio-lingual method -  1950s and 1960s
(It is sometimes referred to as the mim-mem method, because it uses exercises such 
as pattern practice and dialogues which lay a heavy emphasis on mimicry (imitation) 
and memorization of the material presented as a model.)
The period when this method had the strongest influence was between 1958 and 
1964. In the fifties it was called the aural-oral method. Between the wars the spoken 
language was not considered important in American foreign language teaching. To 
quote Els et al (1984: 151), it was “as a result of a more or less official policy”. They 
go on to explain the reasons why it was not easy to teach the spoken language. To 
begin with, a lot of teachers were not fluent in the target language and had 
insufficient didactic skills. The time allotted to FLT in American schools was 
limited. It was assumed that it was not possible to teach speaking properly and to 
achieve good results under the circumstances. Developing reading skills was 
considered to be the most important and feasible goal of foreign language teaching 
and learning.
During the Second World War the US were faced with a serious problem. As part of 
their military programmes they had to find a great number of people who could speak 
a variety of languages. The deficiencies of the former teaching approaches and 
techniques became apparent. The Army called upon distinguished linguists to 
develop intensive courses for the military. They were largely based on the audio- 
lingual method and proved to be very successful. But as Els et al (1984: 152) claim 
their success was due not so much to the new methods of teaching, but to the fact that 
they were intensive courses, run each time for a small number of well motivated
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learners. The “Army method” failed to achieve the same results when it was applied 
under the conditions of an ordinary classroom.
The principal features of this method are: separation of the skills and precedence of 
the aural-oral skills over the graphic skills, extensive use of dialogues as a way of 
presenting new language, use of mimicry, memorization- and pattern drills, language 
laboratory practice (Stem, 1983:462). Unlike the grammar-translation method it does 
not emphasise grammatical knowledge. However, it does not exclude it altogether. 
The problem-solving approach of the grammar-translation method, involved in the 
translation practice, is rejected here. The process of learning a foreign language is a 
natural process of getting into the habit of speaking it without much intellectual 
effort and linguistic analysis. Audio-lingualism was essentially based on behaviourist 
psychology which meant that language was seen as a set of habits to be acquired by 
the learner. The philosophy behind this method is that language learning should not 
be a mental burden, but a habit formation process. As habits are most effortlessly 
formed by imitation, repetition/drilling and memorization, then such should be the 
approach to foreign language teaching and learning. As it does not presuppose a solid 
academic background and great intellectual efforts, it seems to offer language 
learning for the ordinary learner, unlike the grammar-translation method, and thus is 
a step towards the démocratisation of FLT. It tried to facilitate the access of large 
groups of ordinary learners to learning foreign languages.
Its theoretical assumptions are succinctly summed up by Stem (1983: 465) as 
reflecting “the descriptive, structural, and contrastive linguistics of the fifties and 
sixties”.
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From World War II until the mid-1970’s foreign language teaching was marked by 
the audio-lingual, or the oral-aural method. It was derived from the immediate 
constituent analysis of grammar developed by Leonard Bloomfield and his followers. 
The focus on grammar was on sentence level and the structure of sentences was 
described without taking meaning into consideration. Sentence patterns were 
expected to be learned as stimuli and responses in the speech act. Generally speaking 
learning a foreign language meant learning its syntactic patterns. This left learners 
unable to participate in real-life communication outside the classroom because they 
were unable to interpret the different nuances of the same structures and the 
responses they offered were not very meaningful.
The features, which characterize this method, are as follows:
• The main objective of FLT is the spoken language.
• The main teaching strategy is the direct approach.
• The use of LI is generally avoided but this principle is not adhered to by all 
means.
• L2 learning is habit formation.
• Errors are to be avoided.
• Reinforcement is a basic principle of classroom activities.
Some of the above features are derived from Rivers’ (1964) views on L2 learning as
a process of habit formation, and in particular from the following:
(a) ‘habits are strengthened by reinforcement’;
(b) ‘foreign language habits are formed most effectively by giving the right response, 
not by making mistakes’;
(c)‘language is behaviour and behaviour can be learned only by inducing the student 
to behave’.
The fifties and sixties are a period marked by the attempts of linguists to improve
FLT. They included, to use Stem’s (1983: 103) summary of the developments:
“(a) the use of a new technology”, “(b) new organisational 
patterns”, “(c) methodological innovations”, “(d) the development 
of ambitious new language materials and language teaching
283
Appendix 1
programmes, (e) teacher education schemes, and (f)... a new 
research emphasis which was applied to some of these innovations.”
It soon turned out that the much-applauded new methods did not and could not
produce the expected results. Once more linguists started looking for a more effective
method of FLT.
1.4.3 The audio-visual method -  1950s
This method was first developed in the fifties in France at the Centre de Recherche et 
d’Etude pour la Diffusion du Français by a team directed by Guberina and Rivenc. 
Later it was adopted in many language teaching institutions and schools alongside 
with and thanks to the introduction of improved facilities which modern audio-visual 
technology had made possible — film projection equipment, TV systems, videocassette 
recorders, video recording facilities.
Els et al (1984: 151) claim that, “to speak of the audio-visual method would be 
incorrect.” What is called ‘audio-visual method’ in fact combines a number of 
approaches, which differ from one another. What they share is an emphasis on the use 
of visual aids in the teaching of foreign languages, thus involving more of the senses 
of the learners in the process of cognition. Stern (1983: 466), on the other hand, 
discusses it as a separate method. Here is a list of the main features of this method:
• Focus is on oral skills.
• Objects and situations are first introduced by means of visual aids and then the 
proper language for them is provided.
• Visually presented language is a stimulus for involving learners in the exchange of 
meaningful context-based utterances.
• Rigid ordering of materials and classroom activities -  presentation (filmstrip and 
tape presentation), ‘explication’ (meaning of sense groups is explained) and
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‘exploitation7‘transposition’ (development state, students are asked to, e.g., 
recall the commentary, or relate the subject matter to themselves or other people) 
(Stem, 1983: 467).
• Writing and reading are delayed but are given enough emphasis when the time 
comes.
Its theoretical assumptions according to Stem (1983: 467) are a reliance on 
descriptive linguistic studies, and an emphasis on “the social nature and situational 
embeddedness of language”. A situation is viewed as a whole but then the language 
which is to be used in it is segmented and the learner is expected to internalise 
utterances, heard or read, without analysing them.
The criticism against this method derives from its unconvincing teaching sequences, 
which do not necessarily correspond to the actual learning sequences. Grammar is 
neatly arranged in units, the sequencing of which is based upon the presumption that 
certain structures are easily learnt if preceded and/or followed by other structures. 
Besides, this method fails at times to convey meaning, as is the case with the direct 
method, because there is not a one to one correspondence between visual image and 
utterance. It is highly probable that the link could be misunderstood. Linked with 
that, accuracy takes precedence over fluency.
But it cannot be denied that, with its focus on the image-utterance equivalence, this 
method attempts to bring together language pedagogy with psychology and 
psycholinguistics. It certainly tries to teach language from an elementary level as 
meaningful spoken communication. It contributed to the reduction of the dominance 
of the audio-lingual method in the field of materials production and language 
practice. Thus it was a step further, towards the situational and communicative 
approaches to foreign language teaching. By stimulating learners’ creativity with
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techniques such as ‘exploitationV‘transposition’ it is more in line with contemporary 
methods.
The cognitive approach, which is at the basis of this method, presupposes the 
conscious teaching and learning of grammar rules in the presence of an intellectual 
understanding of language as a system. This is certainly a return to some of the 
valuable facets of the grammar-translation method and a criticism of the deficiencies 
of the audio-lingual method.
Structural linguistics has been criticised for its interest only in surface structure and 
inability to provide an insight into the deeper levels of language. The heavy reliance 
on the memorisation and accumulation of a very large corpus of sentence patterns as 
a guarantee for success in foreign language teaching had its opponents, who logically 
claimed that “an infinite number of sentences can be produced by what seems to be a 
rather small finite number of grammatical rules. A speaker does not have to store a 
large number of ready-made sentences in his head -  he just needs the rules for 
creating and understanding these sentences” (Diller 1978: 28).
Another aspect of structuralism is the stressing upon the fact that languages differ 
greatly and have unique characteristics. Even though this is generally true, it should 
not be the point of departure for linguistic analysis because it hinders the 
development of common methods of teaching and learning foreign languages. The 
opponents of structuralism, transformational generative linguists in particular, 
concerned themselves with what is common between languages, with the universals
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at the basis of all natural languages, thus facilitating the development of common 
principles of language analysis.
American structuralism has had a strong influence on the language teaching theory. 
Since 1940 it has had many followers both in America and in the rest of the world. It 
was a very powerful school of thought until about the mid-1960’s, when a strong 
opposition developed against it and new linguistic theories became popular. 
However, American structuralism does not totally belong to the past. Its influence is 
still quite considerable and is felt in many FLT syllabuses. The father of this theory is 
Leonard Bloomfield with his book Language, 1933, which has become a classic in 
modem linguistics. The focus of interest was on utterances, regularities and 
structures. Structuralism gave a feeling of confidence and stability because language 
could be looked at and discussed as a solid body of structures which gave linguistics a 
new status, that of an empirical, descriptive science. What it lacked was an 
understanding of the social function of language, of the meaning of individual 
utterances in various contexts.
It was not until 1957 and Chomsky’s transformational-generative grammar with the 
analysis of deep structures that meaning began to be taken seriously into account. By 
the mid-1960’s it became a respectable area of research, Stern (1983: 140) rightly 
observes: ‘Right or wrong Chomsky’s theory of grammar is undoubtedly the most 
dynamic and influential.” The key notion in his theory is deep and surface structure. 
His idea is that grammar exists on two levels. The process of transformation can 
make them interact as a dynamic system. This linguistic analysis has had its
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opponents but its influence on linguistic theory is undeniable. The theory began as a 
study of syntactic structures but further developed as an overall linguistic analysis.
The generative approach to language was a totally novel one. Before Chomsky’s 
theory language was understood and treated as a static and complete phenomenon 
and could, therefore, be subjected to objective examination and analysis, which 
yielded a finite number of conclusions and observations. Chomsky departed from this 
Understanding to prove that an inherent feature of language was its creativity leading 
to linguistic production and interpretation. Nonetheless, the ‘immediate constituent 
analysis’ of sentences could work up to a certain extent, i.e. to the understanding of 
simple sentence types. But it was unable to provide a succinct description and 
analysis of sentence changes such as from active to passive. Chomsky offered 
another inventory for such cases -  transformational components, phrase structure 
rules and transformational rules. They were seen as indispensable for the proper 
understanding and treatment of syntax. Syntax began to attract more the attention of 
linguists than it had done before. Even though sentence transformations were a 
common type of learning exercise, they were not thoroughly understood as stemming 
from differences in deep structure and the relationships among sentences could not 
be interpreted satisfactorily. Structural linguistics was not theoretically equipped to 
deal with the ambiguity of a sentence like: They can fish. Because the elements of 
this sentence get into different syntactic relationships, the sentence can be interpreted 
as relating to two different deep structures:
♦ Their job is canning fish.
♦ They can catch fish.
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Chomsky’s theory did not remain within the realm of syntax. It grew into an overall 
theory of linguistics including a syntactic, a phonological and a semantic 
component. But still semantics was considered as a separate component from syntax. 
In the late 60’s and early 70’s it was argued that the deep-level syntax could in fact 
be equated with meaning and thus simplify the theoretical presentation of linguistic 
processes. The development of transformational-generative grammar and its new 
view of language brought about the rejection of structuralism.
Linguists became convinced that the theories developed by Bloomfield and Chomsky 
had imposed quite a few restrictions on the interpretations of language. Some of them 
tried to distance themselves from the already suggested frameworks and to come to 
an understanding of the social and situational contexts, as well as of the particular 
purposes, intentions and perceptions of the real, not ‘ideal’ users of language. This 
became possible with the involvement of new fields of study such as socio­
linguistics, ethnography, pragmatics, psycho-linguistics. It has been widely accepted 
since then that language cannot be studied in isolation, outside the user and the 
context. This is a most valuable conclusion, which has been beneficial in the 
development of new methods of FLT.
1.5 Situational approach - 1970-1974
When talking about the situational approach, theoreticians and practitioners most 
often have in mind its practical manifestation -  the situational syllabus or syllabuses. 
Unlike the structural approach, which has a number of divergent manifestations, the 
situational approach is almost uniformly expressed in the large number of situational
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syllabuses that exist. It is, therefore, not surprising that very rarely do those 
concerned talk and write about a situational approach.
The situational approach came into being as a reaction against the inability of the 
structural approach to step aside from the total dependence on the understanding of 
language exclusively as a system or interrelated systems, without reference to the 
contexts in which it is used. Its major argument against the structural approach is that 
“language is always used in a social context and cannot be fully understood without 
reference to that context” (Wilkins, 1983: 16).
Wilkins (1976: 15) also claims that most foreign language teaching relies on a 
grammatical framework which is unsatisfactory since it fails to teach language 
adequate for situational needs. He suggests that situational needs should become the 
starting point for the construction of a situational syllabus to replace the grammatical 
syllabus.
It is commonly believed that people use such language that is appropriate to a 
particular situation, under particular circumstances. But, as Wilkins (1976: 17) 
remarks, “it would be naïve to think that the speaker is somehow linguistically at the 
mercy of the physical situation in which he finds himself. What the individual says is 
what he has chosen to say. It is a matter of his intentions and purposes” (Wilkins, 
1976: 17).
There are other factors besides the physical setting, which influence the utterances. 
Among them the most important one is the goal that is meant to be achieved. One
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does not have to be a specialist to realise that there is an infinite number of situations 
one can find oneself in as a user of language. It is not realistic to believe that most of 
them can be embraced, considered and practised as part of a foreign language teaching 
syllabus. Predicting precisely in what situations a learner of a foreign language will need 
to use the language is a very difficult, if not an impossible task, especially when it 
comes to learning/teaching the language for the so called general purposes. It is more 
realistic to imagine that this could be done in cases concerned with learning the 
language for specific purposes. The boundaries are much better outlined and a feasible 
inventory of situations is more likely to be created.
The clarification of what the term ‘situation’ means will help syllabus designers to see
to what extent they can predict and control language use in a given situational context.
Wilkins (1976:17) retains
“the term situation for the sum of observable and independently describable 
features of the context in which a language event occurs. Language use is then 
seen as a continuum. At one end of the scale the form and content of 
utterances is fairly predictable from a description of the situational context. At 
the other end the situational context of utterance is almost wholly irrelevant 
and prediction would be possible only if one knew what, in practice, one 
cannot know -  the learned and inherent characteristics of the participants.”
This is to prove that theoreticians and practitioners do not possess the benefit of the
insight as far as the participants’ intentions, experience and state of mind are concerned.
An objection to the situational approach, which cannot be lightly dismissed, is that even 
if a learner is properly trained to perform well in a large number of situations, s/he will 
be incompetent in situations which are linguistically new to her/him, if s/he does not
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possess the strategies for transferring his/her language skills and knowledge from familiar 
situations to unfamiliar ones.
On the whole, despite the interest in meaning and the social function of language, the 
situational approach largely depends on the structural approach for the grammatical 
structures, which serve as the basis for the language used in particular situations.
Since certain forms most often occur in certain situations, this approach groups the most 
often used grammatical forms under given circumstances and they become the building 
material of the teaching units developed around a particular situation. The centre of attention 
is not the subject and its content, but the learner and his/her needs of particular utterances and 
forms to perform linguistically adequately under given circumstances. This approach results 
in much more interesting syllabuses than the structural approach as it revolves around sets of 
recreated situations in which learners may actually find themselves. There is much more 
validity in this than in studying language as a system of verbs, nouns, adjectives, etc., or 
verbal tenses, case, voice, etc. As it is much more oriented towards the learner than the 
subject of language, it provides a much higher motivation for the learners. They realise they 
are learning the language not for the sake of learning but for the sake of using it.
In spite of the advantages of this approach over the already existing ones, there are some 
apparent contradictions between stated potential and actual realisation. There is no denying 
the fact that situations in real life exist. There exist situational syllabuses as well. “Situational 
syllabuses, instead of being an inventory of grammatical forms, are a list of situations in
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which the learner may find him/herself, and a description of the linguistic content of each of 
these situations” (Melrose, 1991: 5). But we can hardly claim that the situational principle 
and approach could become the matrix for the general treatment of language teaching.
The chief drawback of this approach, according to Wilkins (1976), is that situation does not 
necessarily predict language, and does not help much in the case of speech acts such as 
requesting or agreeing/disagreeing, which are used in a variety of situations, and can differ a 
lot depending on the specific context.
1.6 Functional-Notional approach -1970s
The functional-notional approach to language learning, or as it is often referred to as only 
‘functional’ or ‘notional’, first came into being in the early 1970’s. It was the result of a 
project to develop and introduce a European system of credits and units for the learning of 
modern languages by adults. There was a need to establish a working system of equivalence 
both in the syllabuses for FLT and in the evaluation and credit systems employed by different 
countries throughout Europe. The Council of Europe initiated and carried out the project in 
the process of which a functional-notional approach seemed to offer more opportunities as it 
was grounded in human thinking (a unit of which is the concept) and human behaviour (a 
unit of which is the function) and not in the formal structure of modern languages. This 
structure varies a lot from one modern language to another and it was concluded that an 
equivalence based on it could not be established. All modern languages share to a certain 
degree similar notions and functions (Melrose, 1991: 1).
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The approach emerged in 1972 at the Third International Congress of applied 
Linguistics in Copenhagen (see Wilkins 1975) but it came to the attention of a wider 
public with the works of van Ek (1975), Wilkins (1976), and Widdowson (1978) and 
Munby (1978), who expanded the approach and introduced and defined a number of 
terms. And it began being used commonly in the classroom with the publication of 
the first functional-notional course books, such as Abbs and Freebaim’s Starting 
Strategies (1977).
The notional-functional approach presupposes the making of lists of “notional (or 
semantic) labels and a list of functional (or discourse value) labels” (Crombie 
1985:12), which to serve as the basis for syllabus design. A list of notions will 
include location, time, place, motion, etc., and a list of functions will include 
advising, warning, introducing oneself, agreeing, disagreeing, etc. Functions are the 
'what' is done and the 'why' it is done with language, and notions are concepts of 
thinking which belong to the mind and are almost identical for all the people 
irrespective of the language they speak.
Wilkins (1976) was instrumental in setting out the fundamental considerations for a 
‘functional-notional’ approach to syllabus design based on communicative criteria. 
This approach to FLT and syllabus design is based on the principle that learners need 
communicative capacity in order to perform adequately as speakers of a foreign 
language. Communicative capacity is the ability to use language for the purposes of 
communication -  for getting your message across and for understanding other 
speakers’ messages. The question is not how, when or where the speakers express 
themselves, but what they want to communicate. The focal point is the content, not
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the form of language. Yet, this is not to the detriment of grammatical form or the 
situationally determined language use.
Wilkins (1976: 15) sees the advantages of the notional syllabus in that it takes into 
account "the communicative facts of language” alongside grammatical and situational 
factors. To him this syllabus is “superior” to the grammatical syllabus because it 
allows for the development of “a communicative competence” and thus ensures the 
motivation of the learners. It is also “superior” to the situational syllabus because it 
guarantees the inclusion of the most important grammatical forms and the coverage of 
all kinds of language situations.
The functional approach, unlike the structural, looks at language use as using a set of 
functional entities that reflect the different circumstances in which language is used. 
One obvious limitation to this approach is the enormous number of functions and 
subfunctions that language can have in real life situations. Another fact, which creates 
difficulties, is the lack of any direct one-to-one relationship between linguistic 
functions, notions, and grammatical forms. And also, “the link between grammatical, 
functional, and notional components is not entirely predictable, although there are 
certain components which are consistently linked together by syllabus designers and 
coursebook writers” (Nunan 1988: 87). The functional-notional approach, among 
other things, does not offer a systematic conceptual framework. This is why learners 
cannot find a basis for organising their knowledge of the language and their language 
skills.
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Hutchinson and Waters (1987: 32), when talking about the functional syllabus, 
suggest that “a more constructive approach to describing language in structural or 
functional terms is to see the two as complementary, with each supporting and 
enriching the other. The relationship between the two can be best expressed in the 
form of this simple equation: structure + context = function.” A similar approach is 
that of Brumfit (1981) revealed in his ‘snakes and ladders’ syllabus. At the core of 
the syllabus is a ladder of structures, which is intertwined with a spiral-like system of 
functions.
Most of the criticism against the functional-notional approach is based on the 
misleading understanding that certain functions are always and only expressed by 
means of given grammatical structures. This leads to neglecting the various other 
ways of performing one and the same function, as well as using one and the same 
grammatical structure to realise different functions under different circumstances. 
The syllabus designer has to make an arbitrary decision as to which forms to 
introduce with which functions. It inevitably means prioritisation of some forms and 
some functions as well as form - function relationships.
Despite the criticism it cannot be denied that the functional-notional approach helps 
to realise through teaching and learning a large part of the potential of a foreign 
language. It much better equips the learners with the language competence for 
performing in a given language. Finocchiaro and Brumfit (1983: 17) state that the 
functional-notional approach has one ‘tremendous merit’ -  it places the learners with 
their communicative purposes at the centre of attention. They also point out the 
advantages of adopting such an approach to FLT. It helps set realistic learning tasks
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and teach “real-world language”; it focuses on receptive activities before learners 
start to perform; it is concerned with real purposes for communication. This approach 
is based on the conviction that “communication will be intrinsically motivating 
because it expresses basic communicative functions”. They claim that this approach 
can develop from existing teaching methodology and it allows for designing popular 
flexible, modular courses.
Even though the functional-notional approach is impractical in some respects, it 
cannot be denied that it is the “first manifestation of the communicative approach” 
(Melrose, 1991: 5). Its positive contribution to the theory of FLT is that it steps aside 
from pure structuralism and makes greater sense of the actual use of language in 
concrete circumstances, taking into consideration the way human mind works and 
people put language into practice to understand others and make themselves 
understood.
1.7 Communicative language teaching - 1978
Communicative language teaching is more a changing body of ideas, an amalgam of 
approaches than a single methodology. A lot of theoreticians share this opinion. “It is 
not a tightly structured ‘method’ of teaching... . Rather it is a broad assembly of 
ideas, from a range of sources (some linguistic, others more broadly educational), 
which have together come to be accepted as ‘good practice’ by many contemporary 
teachers” Mitchell (1994: 33).
It developed as a result of the dissatisfaction with the previously dominant 
methodologies -  grammar-translation, audio-lingualism, structuralism and the
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situational approach. A lot has been, and is still being, written about the 
communicative approach, but the underlying principle is that “learners must learn not 
only to make grammatically correct, prepositional statements about the experiential 
world, but must also develop the ability to use language to get things done” (Nunan, 
1988b: 25). The communicative approaches to language teaching can also be defined 
as approaches which focus on the processes of communication rather than on 
structural, notional or functional items. What is considered vital in such approaches, is 
the development of communication skills by means of presenting and practising 
language as a continuum where the achievement of the communicative purpose is 
most important. Learners are expected to communicate rather than produce correct 
sentences.
A useful summary of the differences between the grammar-translation, audio-lingual
and communicative approaches is suggested by Penny Ur (1996: 5).
Grammar-
translation
Audio-lingualism Communicative
approach
Objective Correct language 
(mainly written)
Correct language 
(mainly spoken)
Understanding and 
communicating
Language Discrete items, 
decontextualised
Discrete items, 
decontextualised
Whole discourse, 
items in context
Correct,
prescriptive
Correct,
prescriptive
Acceptable,
descriptive
Made-up Made-up authentic
Samples of correct 
usage
Samples of correct 
usage
Samples of 
meaningful use
Learner output Controlled Controlled Less controlled, 
personal
Tasks Language
manipulation.
Language
manipulation
Communication
Errors Corrected Corrected if 
necessary
Often not 
corrected
Mother tongue Used Not used Not used
Tests measure... Accuracy Accuracy Fluency
Teacher mainly is... Instructor, tester Driller Facilitator
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Howatt distinguishes between two versions of communicative language teaching -  a
strong and a weak version.
“The weak version which has become more or less standard 
practice in the last ten years, stresses the importance of providing 
learners with opportunities to use English for communicative 
purposes and, characteristically, attempts to integrate such activities 
into a wider programme of language teaching” (Howatt 1984: 279).
The ‘weak’ version tends to be implemented much more often than the ‘strong’
version, especially in situations in which English is studied as a foreign, not as a
second language. It supplements structural and situational syllabuses and helps create
a unified whole of grammar, structures, situations, functions, notions and
communicative language use. The ‘strong’ version understands language teaching as
simulating target performance, i.e. engaging in activities requiring from the learners
to do in the classroom exactly what they will do in the world outside the classroom.
The focus is on communication, on the meaningful and purposeful exchange of
information, which fills in gaps in the speaker’s/listener’s informative domain. The
emphasis on productive skills is much stronger than it is with other approaches.
Learner’s production and performance is judged not with the criteria of correctness,
but of appropriacy and relevance. There is a shift of classroom orientation from
teacher-centredness to leamer-centredness. The teacher is no longer the sole messiah,
who takes up most of the classroom time, and constant provider of correct language,
who takes every opportunity to correct mistakes. The classroom activities, in which
learners engage, are meaningful in that they provide for realistic language exchange
leading to fulfilling tasks, solving problems and achieving goals of not only
linguistic, but also extralinguistic value.
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1.7.1 Why did the communicative approach originate?
The broadening of the market for foreign languages in general, and for English in 
particular, in the 60s and 70s created pressure for change in teaching methods, 
curricular, and materials design. There was an urgent need for learner-friendly 
methods and approaches, as well as for immediate results from learning/teaching. 
There was a new emphasis on specifying the learning outcomes in all subjects, which 
were to be materialised in behavioural objectives such as (with foreign language 
learning) the learners would be able to introduce themselves and others, apologise, 
offer an explanation, etc. An increased interest in more active modes of learning with 
as much life like experience as possible, brought about group and pair work, peer 
learning, role-play, simulations. This is why it can be said that the communicative 
approach was called to life by the new situation, new public and the inadequacies and 
boredom associated with the previous approaches.
The upsurge of interest in ‘communicativeness’ followed the concern with 
communicative competence formulated and expanded by Dell Hymes (1972). He 
introduced the notion ‘communicative competence’ and broadened the understanding 
of what it means to know a language. It was concluded that a competent language use 
does not only presuppose an accurate command of grammar and vocabulary, but also 
an ability to use these appropriately in various social situations. Sociolinguistics 
alerted theoreticians and practitioners to the fact that there was much more than 
structures, ready-made utterances, grammatico-semantical relationships, etc. to be 
taught and learned in order that a non-native speaker be communicatively competent 
in the respective foreign language.
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“The communicative approach is essentially a manifestation of the 1970s, in the sense 
that this was the decade when the most explicit debate took place, especially in the 
UK.” (Melrose, 1991: 20). He goes on to say that even though the ‘communicative 
revolution’ has subsided since then and has been criticised by opponents, the basic 
assets of communicativeness have not been rejected and overthrown. The 
communicative approach to language teaching came as a reaction against the general 
dissatisfaction of language practitioners with the great importance that was attributed 
to the language structure, (p. 21)
1.7.2 What does ‘communicative’ mean?
As it has been said earlier, the communicative approach to FLT is not a method, but 
rather an inventory of teaching techniques, which can complement any method of 
teaching. These techniques make language acquisition more meaningful by developing 
in the learners skills and strategies for communicating information in as real-life 
situations as possible. A key concept of communicativeness is the information gap, i.e. 
the need of the speaker or listener to find out something, to expand his/her knowledge 
of the world, to understand and/or explain how the speaker feels about certain things, 
etc. Theoreticians understand the communicative approach differently. Dubin and 
Olshtain (1986: 88) rightly observe that it is a methodology, and not a method. It is not 
supposed to replace or displace any of the existing methods and approaches, but rather 
to complement them and improve the teaching and learning process.
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The communicative approach to language teaching owes its name to the fact that “at 
every stage -  the setting of learning targets, the definition of a syllabus, the 
development of learning materials, the elaboration and implementation of classroom 
activities, and the assessment of learners’ progress -  it focuses on language as a 
medium of communication.” (Little, Devitt and Singleton, 1994: 43). The guiding 
principle of a communicative approach is that learning takes place not for 
communication but through communication. The process of learning is heavy with 
meaningful communicative tasks which allow the learners, when classroom learning 
is over, to make a painless and unproblematic transfer to the communication in the 
outside world. They have been provided with the stepping stones to get across.
McDonough & Shaw (1993: 26) outline what meaning they impart to the term 
‘communicative’ and how communication should be understood in relation to 
language, its form and function, the four language skills, the different language 
levels. ‘Communicative’ relates to ‘semantic’, i.e. “the meaning potential of 
language”. They point out the complex relationship between form and function and 
their dependence on a great number of factors, the need to consider appropriacy 
together with accuracy and to develop all the four basic language skills. A very 
crucial point that they make is that communicativeness goes beyond the sentence 
level and can refer both to language and to behaviour.
Their view contains in a nutshell the characteristic features and the major specific 
assets of the communicative approach which are to be taken into consideration when 
and if trying to make learning a foreign language communicative. It embraces a 
variety of aspects, which can be deemed important when designing a syllabus and
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teaching materials or setting up an inventory of learning/teaching techniques. The 
linguist and practising teacher are alerted to elements such as the meaning potential 
of language, the form-function and appropriacy-accuracy relationships, the four 
language skills. There is a focus on semantics not only on sentence level but also 
beyond and on the fact that both language and behaviour are marked by 
communicativeness.
1.7.3 What does ‘communicative’ imply in relation to foreign language 
teaching?
Having said all that, one should bear in mind that the communicative approach to 
language teaching is in some ways a utopia, since both the teacher and the students 
realise that whenever there is a communicative task to be carried out in the classroom 
it is a simulation of real communication. This more often than not takes away the 
challenge of real life communication. There is usually some sort of an agreement 
between the teacher and the learners that the rules of the communicative “game” 
should be observed by the participants. Even with the best examples of well thought 
out communicative activities, there is the understanding that these are contrived cases 
because the particular situation they focus upon is not necessarily what each of the 
learners would like to be personally involved with. True communicative learning is 
much more real than communicative teaching because if the learner is immersed in 
the language s/he inevitably has to use it for communicative purposes in order to 
survive, achieve certain goals, make him/herself understood by other people and 
understand them him/herself.
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1.7.4 Misconceptions about the communicative approach
“Probably the two most widespread misconceptions about the communicative 
approach are (i) that it is concerned exclusively with the spoken language, and (ii) 
that it is indifferent to grammar.” (Little, Devitt and Singleton, 1994: 43). There are 
learning situations in which speaking and listening have indeed been the favoured 
skills. But in the world today communication is carried out through the medium not 
only of speaking and listening, but also of writing and reading. It takes a narrow­
minded view to disregard writing and reading for the sake of speaking and listening.
As far as grammar is concerned, Little, Devitt and Singleton (1994: 44) state that in 
all languages there is an important and tight link between form and meaning. And 
even if sometimes communication is possible despite the imperfect use of grammar, 
there comes a point when the lack of grammatical knowledge inevitably leads to the 
breakdown of communication. On the other hand, meaning is certainly more 
important than form but this only comes to prove the necessity to explore “formal 
issues within a meaningful context”. Learners should, therefore, be encouraged and 
facilitated to understand what meaning can be revealed with what forms and vice 
versa.
To a great number of practising teachers the communicative revolution seems to be 
the solution to all problems in ELT and ESP respectively. But even though “the 
communicative revolution in language teaching has broadened and enriched the 
repertoire of techniques available to language teachers and materials writers... it does 
not as yet offer a principled basis for selecting amongst them or for evaluating a 
particular set of techniques into a globally applicable method” (Johnson, 1989: 5). It
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is not surprising then that, as Johnson puts it, “the eclectic approach, a combination of 
experience, local knowledge, intuition, and trial and error” is often adopted. Such an 
approach has proved to be appropriate under the present conditions at the English- 
Bulgarian Technical College since it allows for selecting, combining and implementing 
those aspects of the above concepts which work at their optimum.
1.8 ESP programmes: mid 1960s
As ESP is the focus of this thesis, and the review of its developments and major issues 
is extensive, it is dealt with separately in Chapter III. However, it can be said that 
whilst the ESP developments were complex and varied, they had little impact on the 
chronological development of ELT until the 90s. But they did increase the awareness 
of the importance of analysing the actual language needs of learners.
1.9 Eclectic approach: mid 1980?s
“...there has emerged a general movement toward eclecticism of 
picking and choosing some procedures from one methodology, some 
techniques from another, and some exercise formats from yet 
another. This approach seems to us to represent a reasonable 
response from the practising teacher who is typically concerned, on a 
day-to-day basis, with whether specific procedures or exercises seem 
to ‘work’ well for a particular group of students, rather than whether 
the lesson format might fit into some theory” (Tarone & Yule 1989'
10).
They go on to claim that effective eclecticism requires efforts and depends on the 
teacher’s ability to choose materials and procedural steps on the basis of a set of 
principles. This is a very pertinent remark, which needs to be taken into consideration 
when choosing to employ an eclectic approach to foreign language teaching. A very 
careful consideration of balancing, complementing, systematising, creating a coherent 
and dynamic whole should precede any eclectic approach. Only then could
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the syllabus and materials designer be sure that the approach s/he has suggested can 
guarantee continuity in learning/teaching and inherent logic of the eclectic system.
Eclecticism has a very strong advantage to recommend it under various constrained 
circumstances. It “involves a philosophy of local solutions to local problems” (Tarone 
& Yule, 1989: 10). This certainly holds true of Bulgaria, and of any other country, in 
which English is studied as a foreign language, as the needs of the learners of English 
are concrete and originate under concrete conditions. They directly correspond to 
‘local’ demands. ‘Local’ does not denote limited or of insignificant value, but real, felt 
and consciously realised. It presupposes adequate answers to questions raised by the 
community, be it small or big, be it that of a town, region, country or a union of 
countries.
Eclectic has generally been accepted to mean pertaining of the middle, i.e. keeping the 
balance, and not going to an extreme in either direction. It also means making use of 
the best from many resources. In education eclecticism can be seen to cater for a wide 
variety of individual preferences, abilities, interests, needs and objectives. Thus it 
allows more people to get more most of the time. It is a very democratic approach to 
language teaching allowing for a freedom of choice
Some theoreticians understand eclecticism as combining a type of syllabus with an 
unmatching type methodology. Willis (1990) sees an eclectic approach as a response 
to the conflict between syllabus and methodology, which for him “are not discrete 
options”. The solution is quite a feasible one, even though the starting point is 
arguable, since syllabus and methodology are clearly and rightly discrete elements
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and can either complement each other or hinder each other. It is often the well- 
chosen methodology that can remedy many of the faults of a bad syllabus, but also 
can, if badly chosen and implemented, fail the best syllabus.
Willis (1990: 6) claims that:
“If we choose a syllabus which specifies an inventory of language 
forms, it is difficult to see how we can achieve this syllabus by 
means of a communicative methodology. And if we want to use a 
communicative methodology in which learners use language freely, 
it is difficult to see how we can then specify what language forms 
will be covered by this methodology.”
Such a view is in a way unconvincing because the teaching and learning experiences
and practices of FLT have proved, especially in recent years, that an effective
coexistence and functioning of a given type of syllabus with a methodology which
does not directly correspond and match, can produce good results. Such a synthesis
fills in gaps, bridges differences and reconciles contradictions thus providing as
varied and complex experience with the foreign language as the language itself is.
Another opinion in favour of eclecticism is that of Brumfit (1984). He recommends 
that a language learning programme should provide a balance of activities, some of 
which focus on accuracy and some on fluency. Accuracy presupposes a focus on 
form and fluency -  on exchanging meaning, accomplishing tasks and reaching 
outcomes. Such a balance could be achieved by employing, let us say, a structural 
syllabus and realising it by means of a communicative methodology, one, which 
involves presentation and practice techniques, as well as a transfer of language skills 
from one situation to another. Under such a methodology, learners are encouraged to
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use language for meaningful purposes and communicate effectively with whatever 
language they have.
Eclecticism can have different manifestation. It may concern the way a syllabus is 
designed. Crombie points out a recent tendency - syllabus designers accept 
eclecticism as offering better opportunities for better teaching. “Increasingly, 
syllabus designers seem to be adopting the view that the best syllabus will, in many 
cases, be one which is based on eclecticism: one which emerges from a combination 
of approaches rather than from a single approach” (Crombie 1985: 10). An eclectic 
approach to syllabus design means combining different approaches and integrating 
them to produce a working whole, e.g. -  elements from a structural syllabus 
combined with elements from a functional-based syllabus; elements from a structural 
syllabus combined with elements from a situational syllabus, etc. “The real issue is 
not which syllabus to put first: it is how to integrate eight or so syllabuses 
(functional, notional, situational, topic, phonological, lexical, structural, skills) into a 
sensible teaching programme” (Swan 1990: 89). Such a view is both sensible and 
practical and no doubt offers greater opportunities for effective learning/teaching of 
foreign languages under specific local conditions. The variety of syllabus elements 
involved in an eclectic syllabus allows for greater freedom in overcoming the 
constraints of a teaching situation be they financial, administrative or pedagogical. 
What one kind of syllabus cannot achieve or provide, is achieved or provided by 
some of the others. More flexible teaching techniques can be employed for gaining 
the set objectives. Learning becomes more attractive as the foreign language 
classroom offers greater variety for the learners. It enhances language acquisition by 
increasing the chances for people with different learning preferences and styles to
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access the foreign language and, by practising it, gain the necessary linguistic 
competence.
Swan (1990:90) seems to suggest most outspokenly a really avant guard approach to 
lesson organisation, course and syllabus design.
“How we organise a given lesson will therefore depend very much 
on the specific point we want to teach. A good language course is 
likely to include lessons which concentrate on particular structures, 
lessons which deal with areas of vocabulary, lessons on functions, 
situation-based lessons, pronunciation lessons, lessons on 
productive and receptive skills, and several other kinds of 
components. Many lessons will deal with more than one of these 
things at the same time. Designing a language course involves 
reconciling a large number of different and often conflicting 
priorities, and it is of little use to take one aspect of the language 
(structures, notions/functions, or anything else) and to use this 
systematically as a framework for the whole of one’s teaching.”
Traditionally, attitudes to existing methods of teaching English as a foreign language 
are in black and white -  this method or approach is bad because it is outdated and 
does not bring about the desired outcomes, and, respectively, that one is good, 
because it is novel, innovative, communicative, etc. This has lead to the complete 
neglect of this or that method or approach in favour of a more recent one. A deeper 
insight into all the existing methods or approaches will undoubtedly reveal a number 
of advantageous characteristics which make them more appropriate for particular 
learners, in particular circumstances, in view of particular needs, in compliance with 
particular learning, social, educational, and economic constraints.
An eclectic approach based on the structural, functional-notional and communicative 
approaches to language teaching could keep a balance of accuracy and fluency. The
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advantages of an eclectic approach are considerable. There is a lot to recommend it, 
especially if the fact that learners learn differently is taken into consideration. The 
learning situation is usually such that there is not one learner on a course and the 
teacher has to adopt such methods that will cater for the majority of individual 
learners. There is a multiplicity of implications in this for both learners and teachers, 
e.g. the learning environment must be input-rich to offer room and variety for choice; 
both learners and teachers must be aware of the peculiarities of the learning process 
and of how each individual learns.
1.10 Task-based syllabus: 1987
Task-based learning creates a motivation for using language and performing language 
activities in order to achieve a tangible effect -  a problem solved, an effort to arrive at 
a point fulfilled, a telephone message left or taken, all in order to make living, 
studying and working easier and more effective. It stimulates the independence of 
individual learners as they are expected to take the initiative and to employ a variety 
of not only linguistic skills but also extra-linguistic ones. Very often language tasks 
are carried out in the language classroom predominantly characterised by a different 
approach to language learning. The difference between such cases and a truly task- 
based approach is not only in the quantity but also in the prevailing strategy of learner 
involvement and teacher responsibility. These will be touched upon later. An 
interesting issue is how a task-based approach differs from the other existing 
approaches to teaching English.
Here is in a nutshell the common understanding of a structurally-based approach and 
how a task-based approach differs from it. The structurally-based approach sees the
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learner as a consumer of small, carefully graded ‘atoms’ of language to which s/he is 
‘systematically’ exposed, until s/he acquires ‘these increments of language’. An 
inseparable requirement is the formal correctness of the practised language. This puts 
the learner in a pretty tight jacket. There is no room in it for incorrect language, for 
unexpected exposure to authentic, unsequenced language items and, therefore, for the 
element of the unexpected and intriguing. This approach takes away a significant 
motivating factor in language learning and that is the meaningfiilness and real 
communicative value of language exchange. In real life communication there is no 
grading, sequencing, or monitoring of user’s mistakes, no systematic exposure to 
carefully selected language practice. Task-based learning, on the other hand, as 
Wilson (1986) argues, means using the ‘linguistic sources’ in order to achieve 
meaningful communication. It goes in a direction opposite to that of a structurally- 
based approach.
The advantages of accomplishing language tasks in the process of language learning 
are obvious to the learners as they see they are able do something meaningful with the 
language. It is all the more true when the language tasks are designed in a way to 
meet real needs of the learners and not imaginary ones. This is easy to perceive 
especially with ESP where the main argument for choosing to learn English is to be 
able to cope with specific language tasks. This is why task-based learning ties up well 
with ESP. Tasks naturally fit in ESP courses, as the generic specificity of such courses 
relates to the need of the learners to acquire the foreign language in order to perform 
specific tasks with it.
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The thorough understanding and development of the above approach is dependent on 
the definition and interpretation of the term ‘task’. It is essential to have a working 
definition of a task and types of tasks in order to be able to design a task-based 
syllabus. Long (1985: 89) defines a task as "... a piece of work undertaken for 
oneself or for others, freely or for some reward. ... In other words, by “task” is meant 
the hundred and one things people do in everyday life.” .
Carrying out a task involves a set of purposeful actions in a concrete domain with a 
clearly defined goal and a specified outcome. The key words here are: actions, goal 
and an outcome. If any of the components are missing, there is no task in the true 
sense of the word.
It is necessary to specify here that what we are interested in our context is the 
language task, i.e. a task the accomplishment of which requires the use of language. 
Communication is an inseparable part of these tasks as participants engage in 
interaction, production and comprehension while carrying them out. Language tasks, 
or language-aided tasks, involve the use of language as a means of providing input, 
giving instructions, communicating intermediate and final results, comparing 
outcomes with model ones, transferring the results of one task to another, etc. The 
good command of the appropriate level of language is crucial for the successful 
completion of the tasks.
Tasks are not unique for the task-based approach. In it they are the main organising 
principle which predetermines all the aspects of teaching methodology, learners’ 
performance, and evaluation of level of competence. But tasks are also central units
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of many syllabuses, textbooks and classroom experiences. They provide a welcome 
change to the routine practices of foreign language learning and play a special role in 
the ESP courses.
A further specification of language tasks will lead to differentiating between real- 
world tasks and pedagogic tasks. ‘Real-life’ or ‘pedagogic’ classroom tasks can be 
said to be communicative if they involve learners in comprehension, negotiation, 
expression in the foreign language in order to achieve a set communicative goal. The 
focus is on the successful carrying out and completion of the tasks, i.e. on the 
meaning behind words, sentences, paragraphs. However, form is not neglected, as it 
is the ‘shell’ of content. There is a constant need to keep a balance between form and 
content, which is reflected in the balance between accuracy and fluency. What tends 
to tip the scale is fluency, i. e. the way content is expressed, as it is more vital for 
communication. Serious errors, which hinder understanding, cannot, of course, be 
overlooked. The more actively the learners’ competence, prior knowledge and 
experience are involved, the more successful the task accomplishment will be and the 
better the chances for language achievement in the process of task completion. The 
teacher’s attention may be focused on the gaps in the learners’ competences while 
they perform trying to carry out a task and arrange for remedial language classes to 
fill in these gaps. Task performance is a complex process, which requires not only 
language competences but also strategies for implementing them.
Long (1985) uses needs analysis as the starting point of developing a task-based 
syllabus and comes up with a succinct list of inventories of tasks. The steps that he
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suggests can be further specified but they are helpful signposts of what is to be done 
in general terms.
“ 1. Conduct a needs analysis to obtain an inventory of target tasks.
2. Classify the target tasks into task types.
3. From the task types, derive pedagogical tasks.
4. Select and sequence the pedagogical tasks to form a task syllabus.” 
(Long, 1985:91)
Starting with needs analysis a syllabus designer will investigate into the purposes for 
which the language is going to be learned and the tasks most often performed by the 
users. The target tasks need not simply be finite in number. They need to display a 
working compromise between number and degree of importance for the learners in 
their present or future implementation of the language. The steps suggested above 
need to be undertaken with most of the listed criteria for task selection to ensure a 
successful arrangement of the tasks on the syllabus.
As Nunan (1988a: 48) claims “task-based syllabuses represent a change of focus 
rather than a revolution in syllabus design”. They are developed with the effectiveness 
of the learning process in mind. In the process of carrying out tasks, using English as 
a means and not as an end, learners acquire language patterns, behavioural patterns, 
language skills and develop strategies for performing successfully in similar 
circumstances, for achieving similar goals outside the classroom.
1.11 Lexical syllabus (Cobuild): 1990
The approach based on the lexical syllabus suggested and developed by Dave Willis in 
his book The Lexical Syllabus published in 1990 is related to the Cobuild Project.
314
Appendix 1
An enormous bank of data of authentic language usage was collected over a 
considerable period of time.
In the introduction to his book Willis refers to the fact that all seemingly non- 
structural approaches rely on linguistic syllabuses, which introduce a number of 
linguistic items. This, in his opinion makes them less communicative. Moreover, the 
methodologies, which realise approaches such as the functional-notional approach, or 
any other more outspokenly communicative approach, are no different than the ones, 
which realise the structural syllabuses. They are all based on three main blocks -  
presentation, practice and production. He declares his dissatisfaction with such a 
methodology on the grounds of theoretical as well as experiential evidence. His 
theoretical base lies in the work of Prabhu (1987) and Rutherford (1987) who 
consider pedagogical grammars to have a “glaring inadequacy”. Willis finds the only 
recourse to be a dependence on “the innate ability of learners to recreate for 
themselves the grammar on the basis of the language to which they are exposed” 
(1990: iii).
That learners are not learning exactly what teachers are teaching is a conclusion that 
many of us have come to as a result of considerable classroom experience. However, 
a total disregard of a systematic approach to language in general and grammar in 
particular is, perhaps, too far-fetched. The breaking down of these into a series of 
presentable and, therefore, attainable patterns does not necessarily mean that this is 
the way we look at language - as if it were made up of discrete elements. This is 
simply a way of presenting the infinite as a finite number of examples, patterns, 
structures, usages, functions, notions, and the rest.
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The assumption that by exposing the learners to authentic and unadapted stretches of 
speech we can stimulate them to recreate their own internal grammar of the respective 
foreign language does not work in almost nine out of ten cases. The experience the 
researcher has had with the Collins Cobuild English Course has convinced her how 
very difficult and even impossible it is for learners of English who live in a non- 
English speaking country to realise the ‘potentials’ of this particular coursebook. The 
long dialogues and monologues are strewn with contracted forms, colloquial words 
and expressions almost illegible to an untrained ear. The tasks that learners are to 
perform often remain an enigma to them, as they are much too difficult for the level of 
English they have achieved. Sometimes after very long stretches of recorded speech 
they are to perform tasks on the basis of what they can recollect from the recorded 
material.
It is true that “students learn a great deal directly from exposure to language through 
reading and listening” but not 100 % true that this can happen “without the need for 
the teacher to impose a description on what is learned” (Willis, 1990: iv). Willis 
himself states that “random exposure is of little value. Exposure must be organised.” 
After all there must be an organising principle -  a structure or a system. The problem 
with the Lexical Syllabus is that even though such an organising principle exists, it is 
much too complicated and vague for non-linguistically minded learners to grasp it and 
internalise it as the basis for continuous language acquisition.
It is hard to take at its face value the claim that no structures or patterns are 
presented, practised and produced. The thing is they are not consistently referred to
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in the same way. Sometimes the grammar boxes contain information and examples of 
past forms and past participles, which are exemplified by sentences in the Simple Past 
Tense, active and passive voice, and sometimes contain information about grammar 
words such as gerund and present participles. They are not termed as such but 
examples are given of the way they appear in sentences after certain words. These 
appear to be misleading and vague as the learners are not given a clue as to what the 
difference between the -ing form in “One girl was carrying a white bag.” and “I 
remember going to London many years ago.” is. (from Willis, 1990: 101). All that is 
said about it is that in the first instance the -ing form is “after am, is, be etc” and in 
the second -  “after stop, start, remember, like, etc.” If we take yet another example 
of the way -ing forms are used, the picture gets even further complicated. It is said 
that it is used “before am, is, etc. How is the learner to understand the difference 
between the usage of -ing form before and after am and is? The categories 
themselves are to be learned by heart if they are to be employed in communication. 
This is perhaps more difficult than learning the structures represented by a structural 
approach.
Too much reliance on lexis and insistence on internalising long stretches of natural 
speech leave the learners unable to perform confidently in the foreign language. What 
they lack at the end of a course based on the lexical syllabus, is a skeleton to which 
the words and expressions can be attached. Their exposure to the foreign language 
outside the classroom takes them unawares, as they do not have experience in 
structuring their own utterances. They have had experience in using ready-made 
expressions and recurrently used words. But what if they do not think in terms of 
these expressions and words? What if they are unable “to analyse for themselves the
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language to which they are exposed and thus to learn from their own experience of 
language” (Willis, 1990: vii)?
1.12 ‘Fringe* approaches/methodologies
Examples of the fringe approaches are The Silent Way, developed by Gattegno, 
Community Language Learning, developed by Curran, Suggestopedia, developed by 
Lozanov, The Natural Approach, developed by Krashen and Terrell and The Total 
Physical Response Approach developed by Asher. As it is perhaps obvious to the 
reader, the names of these approaches are illuminating by themselves. They tell us in a 
nutshell what their essence is. Since they have influenced neither the mainstream of 
ELT nor ESP they will not be described or analysed in this chapter. Suffice it to say 
that these approaches to foreign language learning have in the majority of cases been 
developed and trialled by non-linguists or practising teachers. This fact accounts for 
their rather limited application for large-scale foreign language teaching. These 
methods are process-oriented. They are marked by limitations of various character -  
time and place, number of learners involved, linguistic and psychological justification, 
application outside the experimental group, etc. They are the result of application of 
theoretical findings from other fields, often wrongly considered to be appropriate in 
language teaching. Even though they seem to be very pragmatic, they do not really 
allow for achieving the goals of language learning.
The period between 1970-1980 is characterised according to Stern (1983: 109) by 
strong reactions against the ‘method concept’ as the main issue of second language 
learning. Yet a number of new methods were developed. They were mostly linked 
with fields, which until then had not been involved in the development of FLT
318
Appendix 1
methodology. Attempts were made to resolve the difficulties and problems in the 
profession by adopting unusual and very often strange techniques of developing 
foreign language competence. Learners were subjected to hypnosis or mnemonics, or 
else were talked at in the foreign language but were not expected to produce speech 
for a long time, in a desperate effort to make the learning of foreign languages more 
effective. However, when there is no sound, rigorously formulated, systematic 
approach to FLT the results can only be ‘fringe’, temporary and limited.
Despite the fact that the ‘fringe’ approaches caused quite a stir in their time, they still 
remain on the fringe of FLT methodology. As Nunan (1988b: 175) observes, “The 
point is that these methods, more often than not, are based on the misapplication of 
theories from other fields, have not been systematically validated over an extended 
period, and have been developed partly in reaction to what has gone before. Thus we 
have the familiar ‘pendulum’ effect.” The particular circumstances under which these 
approaches were developed and implemented were such that they favoured the 
results. The learners were usually limited in number and the conditions of teaching 
and learning were specific, allowing for the experimenting of unusual methodologies. 
If removed from the concrete surroundings, deprived of the specific nature of the 
conditions, and attributed to larger numbers of learners with varying needs and 
differing disposition to foreign language teaching and learning, these approaches 
would, perhaps, in most cases, prove much less effective and powerful in achieving 
the desired and once achieved results. The ‘fringe’ approaches are the result of the 
‘pendulum’ effect; i.e. they developed more as a reaction against existing theory and 
practice than as a constructive alternative.
319
Appendix 1
Methodologies of the ‘fringe’ approach type do not facilitate the transfer of learning 
and skills development. The learners are able to do only what they have been trained 
to do. They remain helpless when it comes to cariying out communication tasks out 
of the pre-defined and specified tasks that the particular course focused on. Foreign 
language teaching and learning should foster the acquisition of transferable skills and 
communicative competence in order to guarantee the successful performance of the 
learners in the particular language in real-life situations.
1.13 Future directions
The present situation in foreign language teaching is not characterised by a single 
method. The extensive experience that has been accumulated proves that some of the 
existing methods are far too restrictive and others — far too permissive. We are now, 
as Prabhu (1990) puts it ‘post methodology’.
The present and future developments are characterised by a synthesis of approaches, 
methods, and syllabuses. There is a search for a balance between fluency and accuracy 
which seems to characterise the developments of language teaching nowadays. 
Convergence of contrasting techniques, technologies and materials for better results is 
the trademark of innovative methodological developments and practices. 
Rediscovering of techniques and methods of learning and teaching that have long been 
forgotten is a current phenomenon. The active involvement of learners in the decision 
making processes concerning syllabus design, learning/teaching materials, and choice 
of learning modes is another typical feature. There is a constant trend towards 
individualisation of teaching approaches and assessment mechanisms.
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Learners are in the centre of attention in language learning/teaching activities. The 
best approach and methodology are those which work best under particular 
circumstances. And this is to be found out by means of a careful analysis of learners’ 
needs. The majority of English language courses today cater for learners whose 
specific needs and expectations are to be met quickly and effectively. The English 
language courses offered worldwide tend to be ESP courses. The present research is 
an attempt to answer questions raised by the practice of using English as a foreign 
language and not so much by its theory. One of the guiding principles is flexibility, 
which is also a basic requirement for course effectiveness.
ELT History of Methods
Table At
Name Dates Focus Mode Oral skills /  Production Learners’ Needs
Grammar-
Translation.
prel 960’s translation
L1-L2
controlled;
inflexible
limited not considered
Structural 1960’s graded structures controlled sentence patterns not considered
Situational 1970-74 structures^ situations less controlled structures related to 
particular situations
likely needs
Functional-
Notional
1974 use of language 
communication 
taxonomy of functions
less controlled 
rejection of 
grammar & 
structure
communicative 
competence; functional 
& notional appropriate 
language
semantic demands
Communicative
Language
Teaching
1978 communication
student
production
flexible meaningful classroom 
activities
needs o f learners 
considered
ESP
Programmes
mid 60’s selection of appropriate 
language
flexible within 
specific fields
development 
of specific language 
skills
specific needs of 
learners in given 
situations
Eclectic
approach
m idl980’s structure & function & 
communication
greater
freedom
language
structures; functions & 
skills development
awareness of 
learners’ needs
Task-Based
Syllabus
1987 problem-solving tasks very flexible generate a need for 
using language
from learners’ 
needs to learners’ 
independence
Lexical
Syllabus
1990’s lexical item selection, 
commonest words and 
patterns
Inflexible in the 
sense that 
learners
internalise only 
the language 
they are 
exposed to.
response to natural 
authentic stretches o f  
speech
Learners are 
expected to make 
generalisations 
about the 
language based on 
a “tiny but 
balanced corpus 
of natural 
language”.
Fringe
Approaches
Since the 70’s subconscious 
acquisition; 
limited number of 
learners; very specific 
circumstances;
Focus is different with 
the different approaches 
but it is usually the 
development o f a single 
non-transferable skill.
Inflexible
because
learners are able 
to do only what 
they have been 
trained to do.
subconscious acquisition 
o f speech patterns
very specific and 
fringe needs of 
small groups of 
learners
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Name Dates Focus Mode Oral skills /  Production Learners’ Needs
Present and future 
developments
90’s balance between 
fluency and accuracy
flexible because 
based on a 
synthesis of 
approaches, 
methods, and 
syllabuses
not ‘the skill o f all 
skills’
most immediate 
needs of learners 
considered and 
catered for
1.14 Conclusion
This chapter gives an outline of the major developments in the approaches to ELT 
and considers their interrelatedness and interdependence. It focuses on the 
advantages and disadvantages of the most popular ELT methods and discusses them 
in relation to their historical role and today’s demands for effective learning/teaching 
of the most popular language worldwide.
In providing quite an extensive picture of these approaches, the chapter suggests the 
need to incorporate the best working elements from almost each of them, in an 
approach to ELT in local contexts. As the researcher envisages the Bulgarian context, 
namely the context of the EBTC with its learners of EST, the conclusion that the 
specific needs of the local situation need to be identified and looked into is drawn. 
This calls for a needs analysis of the consumers of EST learning/teaching -  students 
at colleges and universities on the one hand, and prospective employers of graduates 
(SMEs) on the other, in order to design feasible learning materials and syllabus for 
training.
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APPENDIX 3
CONVENTIONAL EST MATERIALS
Contents
Acknowledgements xi
Editors’ Preface xii
Introduction xiv
Unit 1
I READING AND COMPREHENSION
CONDUCTORS. INSULATORS AND SEMICONDUCTORS
e x e r c i s e  a :  Rephrasing 
e x e r c i s e r :  Contextual reference 
e x e r c i s e  c : Checking facts and ideas
II USE O F LANGUAGE 
e x e r c i s e d :  Describing shapes 
e x e r c i s e  e :  Describing position and connection 
EXERCISER: Writing instructions I 
e x e r c i s e  G  : Describing an experiment 
EXERCISE h  : Reporting an experiment 
e x e r c i s e  i  : Writing instructions 2 
E X E RCISE !: Relative clauses 1 
e x e r c i s e  k : Reason and result connectives 1 
e x e r c i s e  l :  Pronoun links between sentences
III INFORMATION TRANSFER 
e x e r c i s e  m : Mathematical symbols in electrical engineering
and electronics
IV GUIDED WRITING 
s t a g e  1 : Sentence building 
s t a g e  2: Diagram labelling 
s t a g e  3 : Paragraph building
V READING AND SUMMARIZING 
SUPERCONDUCTIVITY 
s t a g e  1 : Comprehension 
s t a g e  2: Summarizing
EXERCISE A Rephrasing
Rewrite the following sentences, replacing the words in italics with 
expressions from the passage which have similar meanings:
1. The flow  o f free electrons is an electric current.
2. Materials in the first group are called conductors.
3. Materials which provide a  path for an electric current are conductors.
4. All insulators permit some flow of electrons.
5. Germanium sometimes acts as an insulator and sometimes as a conductor.
1
Unit 1
8
9
10 I READING AND COMPREHENSION
10   ; =   ;---------------
11 CONDUCTORS. INSULATORS AND SEMICONDUCTORS
12  tf  we connect a battery across a body, there is a movement o f free electrons 
towards the positive end. This movement o f  electrons is an electric current. All 
materials can be classified into three groups according to how readily they
• permit an electric current to flow. These are: conductors, insulators and
13 5 semiconductors.
In the first category are substances which provide an easy path for an 
electric current. All metals are conductors, however some metals do not 
conduct well. Manganin, for example, is a  poor conductor. Copper is a  good 
conductor, therefore it is widely used for cables. A  non-metal which conducts 
' 10 well is carbon. Salt water is an example o f  a liquid conductor.
A material which does not easily release electrons is called an insulator. 
Rubber, nylon, porcelain and air are all insulators. There are no perfect 
insulators. All insulators will allow some flow o f  electrons, however this can 
usually be ignored because the flow they permit is so small.
15 Semiconductors are midway between conductors and insulators. Under 
certain conditions they allow a current to flow easily but under others they 
behave as insulators. Germanium and silicon are semiconductors. Mixtures of 
certain metallic oxides also act as semiconductors. These are known as 
thermistors. The resistance of thermistors falls rapidly as their temperature 
:o rises. They are therefore used in temperature-sensing devices.
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8 Electrical Engineering o u t Electronics
Study these other p a in  o f sentences and note how they are linked :
3. Consumers are supplied a t higher voltages than domestic consumers.
4. These consumers use large quantities o f energy.
3 + 4 . Consumers w h o  u s e  l a r g e  q u a n t i t i e s  o f  e n e r g y  are supplied at 
higher voltages than domestic consumen.
5. 33kV lines are fed to intermediate substations.
6. In the intermediate substations the voltage is stepped down to 1 IkV. 
5 + 6 . 33kV lines are fed to intermediate substations w h e r e  t h e  v o l t a g e  is
STEPPED DOW N TO llkV .
Now link these sentences. Make the second sentence in each pair a relative 
clause:
1. The coil is connected in series with a resistor.
The resistor has a value of 240 ohms. ,
2. The supply is fed to a distribution substation.
The supply is reduced to 415 V in the distribution substation.
3. Workers require a  high degree of illumination.
The workers assemble very small precision instruments.
4. Manganin is a  metal.
This metal has a comparatively high resistance.
5. The signal passes to the detector.
The signal is rectified by the detector.
6. A milliammeter is an instrument.
The instrument is used for measuring small currents.
7. Workers require illumination of 300 lux.
The workers assemble heavy machinery.
8. Armoured cables are used in places.
There is a  risk o f mechanical damage in these places.
EXERCISE K. Reason and result connectives 1 
Study these sentences:
1. Copper is used for cables.
2. Copper is a  good conductor.
Sentence 1 tells us what copper is used for. Sentence 2 tells us why it is m -d . 
Sentence 2 provides a reason for sentence 1. We can link a statement and a 
reason using because.
1 + 2 . Copper is used for cables b e c a u s e  it is a good conductor.
When the reason is a noun or a noun phrase, we use because of:
The m otor overheated b e c a u s e  o f  dirt i n  the air gap.
IV GUIDED WRITING
1   Unit 1 9
Now study this pair:
3. The flow o f electrons through an insulator is very small.
4. The flow can be ignored. ,
1 2 % ^  1  ™  '  '" K ™ "  " d  '  result
3+ 4 . The flow o f electrons through an insulator is very small, t h e r e f o r e  
it can be ignored.
Note that a comma is used before therefore.
Now link these ideas using because o r therefore.
1. Soft iron is used in electromagnets.
Soft iron can be magnetized easily.
2. The voltage is 250 V and the current 5 A.
The resistance is 50 Q.
3. Pvc is used to cover cables.
Pvc is a good insulator.
4. Transistors can be damaged by heat.
Care must be taken when soldering transistors.
5. Capacitance is usually measured in microfarads or picofarads 
The farad is too large a unit.
6. Output transistors are mounted on a heat sink.
Output transistors generate heat.
7. It is easy to control the speed o f dc motors.
Dc motors are used when variable speeds are required.
8. A cathode-ray tube screen glows when an electron beam strikes it. 
rhe screen is coated with a  phosphor.
EXERCISE L Pronoun links between sentences
EXAMPLES
1. A short circuit occurs in a transformer.
2. The short circuit may cause overheating.
3. The overheating may further damage the insulation
— — •
EXAMPLE j
First the pole shoes and coils are drawn out o f the yoke. Then the coils are
STAGE 1 Sentence building
Join the following groups o f sentences to make ten longer sentences. Use the 
words printed in italics at the beginning o f each group. You may omit words 
and make whatever changes you think are necessary in the word order and 
punctuation of the sentences.
1. or
Circuits can be protected from excessive currents by a fuse.
Circuits can be protected from excessive currents by a circuit breaker.
2. however
A fuse is the simplest and cheapest protection.
For accurate and repetitive operation a circuit breaker is used.
3. which
The simplest circuit breaker consists o f  a solenoid and a switch with 
contacts.
The contacts are held closed by a latch.
4. thus energizing
The current from the supply line flows through the switch and solenoid 
coil.
This energizes the solenoid.
5. which, therefore
At normal currents the pull o f the solenoid on the latch will not overcome 
the tension of the spring.
The spring holds the latch in place.
The switch remains closed.
6. i f
The current rises to a dangerous level.
The pull of the solenoid on the latch increases.
The increased pull overcomes the latch spring tension.
The increased pull pulls the latch towards the solenoid.
8. which
This releases the switch contacts.
The switch contacts are pulled apart by a spring.
9. as
The circuit is now broken.
The unit is protected.
10. when
The fault in the supply o r unit is put right.
The latch can be reset.
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QUESTIONNAIRE 1
Name.....................................................................................................
Strand.................... .......................................
SUBJECTIVE LEARNING PREFERENCES
In 1 you can tick more than one answer.
1. I wish to learn English because I want to be able to: A B
a) read newspapers, magazines and books in English 84% 52%
b) talk to and understand native speakers 79% 40%
c) write letters to English speaking friends 26% 28%
d) fill in forms and write letters of application 0% 12%
e) watch English and American TV channels 84% 76%
f) listen to radio programmes in English 58% 32%
g) continue my studies in an English speaking country 21% 28%
h) use English sources of information in my future job 63% 56%
i) learn more about the English and/or American way of life 26% 24%
j) get a better job 74% 68%
k) travel round the world
2. I prefer
a) learning new vocabulary 32% 16%
b) learning grammar rules 11% 16%
c) learning pronunciation 26% 28%
d) learning useful phrases 42% 48%
e) learning how to put into practice what I have learned 79% 64%
3. Most important for me is:
a) speaking 100% 92%
b) listening 37% 4%
c) writing 47% 4%
d) reading 26% 0%
4. I prefer to:
a) work with the whole class 21% 12%
b) work in a small group 68% 56%
c) work in pairs 5% 16%
d) work alone/by myself 11% 16%
Note: Answers A are of students in Industrial Management and Answers B are of students in
Electronics.
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QUESTIONNAIRE 2
Year..............................Faculty,
1. Why do you want to learn English? (You can tick more than one answer)
( ) I will need it for my future job 61%/84%
() It will be easier to find a job after I finish my studies 44%/52%
() To be able to understand songs, films, etc 23%/29%
0 To read books in English 14%/ 14%
0 To communicate with people who speak English 58%/82%
0 Because it is on the syllabus 12%/ 7%
( ) Other reasons (Please specify)...........................
Some o f  the answers were: To travel abroad; to be able to work on a computer; everybody should 
Be able to speak English nowadays; a universal language; I  just like it.
2. What language skills and to what extent do you think you need most?
A little More Most
A. Listening 14%/4% 39%/45% 17%/23%
B. Speaking 2%/2% 21%/13% 61%/82%
C. Reading 16%/11% 26%/30% 17%/27%
D. Writing 11%/13% 30%/23% 35%/32%
E. Translation 5%/0% 18%/23% 44%/45%
F. Specific skills, e.g. summarising, note taking, understanding instructions, etc. (Please 
specify)...................................................................................................................................................
Some o f  the answers were: note taking; understanding instructions; business correspondence; establishing 
and maintaining business contacts.
3. What are the characteristics of a good ESP (Business English or English for science and 
Technology) coursebook or set of materials? (You can tick more than one answer)
0 The language should not be too specialised, only the basic terms
and language functions should be studies 23%/40%
() The language should be specialised and should reflect that of the
special subjects studies at the university 25%/21%
() The units should be arranged according to their topic 7%/23%
() The units should be arranged according to the grammar and structures
studies 12%/ 13%
() The units should be arranged according to the language functions studied 5%/ 14%
( ) The units should be arranged according to a combination of the above
three factors 18%/30%
0 It should have a clear layout and illustrations 37%/34%
( ) It should contain authentic materials 11%/ 9%
( ) It should be interesting 54%/54%
0 It should contain exercises for students with different language
levels 54%/55%
() It should contain more exercises for individual work 23%/25%
() It should offer more pair and group work 23%/36%
() It should also be suitable for self-study 60%/ 54%
() It should include audio recordings 19%/45%
() It should include materials on computer diskettes 25%/ 14%
0 Others (Please specify)..........................................................
Some o f  the answers were: there should be a separate practice book; it should be in full colour; there 
should be video cassettes.
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Note: Used with 1st and 2nd year students of technical subjects (Chemistiy, Biotechnology, Ecology) - first 
column and business (Marketing and Management, Industrial Management) - second column
QUESTIONNAIRE 3
Respond to the statements according to the following key:
1 = "No"; 2 = "A little"; 3 = "Good"; 4 = "Best". Circle the answer that best describes your preferences. 
What I want to learn.
No/Little Good/Best
I want to study pronunciation and intonation 33% 67% 1234
I want to learn a lot of new vocabulary 33% 67% 1234
I want to study grammar 17% 83% 1234
I want to practise the reading skill 8% 92% 1234
I want to practise the speaking skill 0% 100% 1234
I want to practise the listening skill 25% 75% 1234
How to learn.
I like the teacher to tell me all my mistakes 17% 83% 1234
I like to learn by conversations 25% 75% 1234
I like to be explained everything 33% 67% 1234
I like to learn by talking to native speakers 33% 67% 1234
I like to learn by doing something with the language 17% 83% 1234
I like to learn by watching TV and video 42% 58% 1234
I like to have my own textbook 33% 67% 1234
I like to be given handouts to work with 42% 58% 1234
I like the teacher to give us problems to solve 58% 42% 1234
I like to learn by reading 33% 67% 1234
I like to learn by playing language games 58% 42% 1234
I like to write everything in my notebook 58% 42% 1234
I like to be given projects to work on outside
the classroom 67% 33% 1234
I like to learn by hearing things 33% 67% 1234
I like to learn by seeing things 25% 75% 1234
Who I want to learn with.
I want to study English by myself 58% 42% 1234
I want to study English by working in pairs 33% 66% 1234
I want to study English with the whole class 58% 42% 1234
I want to study English in small groups 8% 92% 1234
I want to be taught by native speakers and
Bulgarian speakers of English 25% 75% 1234
I want to be taught EST by engineers who know
English 58% 42% 1234
I want to be taught EST by language specialists 42% 58% 1234
After Nunan D., 1991 "Syllabus Design", Oxford University Press
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